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Abstract
The purpose of this study was to investigate the use of portfolios as a part of the
mandated quality assurance requirements by teachers in secondary schools in
Thailand and their impact on the teachers’ beliefs about their practices in teaching and
learning. The study was guided by the following questions:
1. In what ways do the teachers use and develop their portfolios?
2. How do the teachers perceive the use of portfolios?
3. What is the impact of the portfolio development process on the teachers’
beliefs about their practices in relation to teaching and learning?
A mixed research method was employed to answer these questions. As a result of two
pilot studies, a survey was conducted in ten public secondary schools in nine
educational service areas in the Central District of Thailand (Bangkok). The sample
size of the study was 485 teachers, recruited according to a purposeful sampling
technique on a voluntary basis with the condition that they must have at least
completed their first teaching portfolios by the academic year 2002.
To complement the survey, qualitative methods, which included in-depth interviews
and portfolio analysis, were conducted with a group of 9 teachers from 3 schools with
either high, moderate and low average scores on perceptions of portfolios as tools and
portfolio impacts. After the interviews, their teaching portfolios were analyzed as
evidence of their beliefs about their practices in relation to teaching and learning.
Responses from the survey, interviews and review of documents were analyzed and
processed and the results were presented in both quantitative and qualitative forms
which include tables of statistical analysis results, narrative and descriptive texts and
quotations.
Findings from the study revealed that the majority of participants developed their
portfolios to fulfill the quality assurance requirements by the Ministry of Education
and the performance assessment requirements of their schools. Though the portfolio
formats varied, the contents of most portfolio included personal data and work-related
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documents. In regards to their portfolio construction process, most participants agreed
that the over loadings of work and additional responsibilities were major constraints,
and collaboration among peers was the most helpful factor. Clear guidelines and
instructions from the schools would help them to create better portfolios.
Approximately 55% of the participants agreed that they expected to learn about and
improve their teaching from their portfolio experiences and approximately 45%
agreed that teaching portfolios are appropriate tools for teachers’ professional
development and performance assessment. About half of the participants agreed that
developing portfolios helped them to improve their teaching and had an impact on
their teaching practices. In addition, further investigations suggest that there was a
correlation between the participants’ perceptions of portfolios as tools and their
perceptions of portfolio impacts and expectations of their portfolio projects. The
results of this study are significant, not only for education policy makers and those
who must implement educational policy, but for principals and classroom teachers.
The findings of the study reveal that though teachers in general do object to the
mandated change policy in relation to the use of teaching portfolios as a part of the
quality assurance scheme, there are still doubts, uncertainty and questions among
them when it comes to the implementation.
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Introduction 1

Chapter One
Introduction
… Real teachers are ones who only do the right and good things. That means
they are industrious, considerate and generous. They work selflessly and
patiently to maintain their self-discipline within the righteous code of conduct.
They must refrain from any comfort or indulgence deemed unfit for the dignity
of their status and profession. Honesty, sincerity, self- determination and a kind
heart are as well important attributes of teachers. They must be free from any
prejudice and unceasingly strive for academic excellence and logical mind…
(Translated from an excerpt from the speech given by H.M. King Bhumiphol in
1980: Akaraborworn, 2001, p. 63-64)

Context of the study
The Asian economic crisis in the 1990s and the alarming slump in Thailand’s export
performance led to a careful reassessment of the international competitiveness of the
kingdom, particularly in the aspects of quality of education and human resources
(World Economic Forum, 2000). In response to the public calls for reforms in both
politics and education for long-term recovery, a new constitution was approved in
1997 and an education reform was mandated by this constitution. With the drafting of
the National Education Act of 1999 (see Appendix A), a shift of educational
philosophy called for the most comprehensive reform in the history of Thai education.
The reform policies and procedures stipulated by the National Education Act of 1999
were formulated with the aim of bringing about positive changes in the current
education system of the country. The reform movements were shaped by the
underlying disciplines of constructivist perspectives and a focus on a learner-centered
approach to learning reform (Kaewdaeng, 1998). A number of key areas were
addressed for the success of the reform besides the new approaches to teaching and
learning. These included curriculum reform; professionalization of teachers; more
effective and appropriate assessment; use of technology; and aspects of Thai culture
with its unique local wisdom. Key to the learning reform and reform of the teaching

Introduction 2
profession are teachers as they are considered crucial implementers of the reform
policies.
As a part of the learning reform and the reform of the teaching profession, a new
system of quality assurance was initiated. Based on the existing of body of knowledge
and studies, the new quality assurance system is based on the concept of authentic
assessment with the main schemes of quality assessment and audit to reinforce the
implementation of the learner-centered approach in the teaching and learning
processes in all educational institutions. Teaching portfolios, among other reform
innovations, are a fundamental requirement of the quality assurance system. School
teachers have to prepare their teaching portfolios for the internal and external audit
processes and for applications for official promotion and other awards or title
nominations.

Focus of the study
This study focuses on the use of teaching portfolios as a part of the required quality
assurance measures, a tool for performance assessment for official appointment and
promotion, and a tool for professional development by school teachers in Thailand. In
particular, this study aims to explore the use of teaching portfolios and their impacts
on the teachers in secondary education which is considered a crucial stage of basic
education. In the current educational system of Thailand, three years of lower
secondary education (Level 3: Grades 7-9) is the period that students explore their
abilities, needs and interests in various subject areas. Many students also drop out
from schools at the end of this period to start working or go into some vocational
training programs for financial or academic reasons. The next three years of upper
secondary education (Level 4: Grades 10-12) are spent trying to respond to their
individual differences. The students then have to make their most important decisions:
whether to have their major emphasis in science, liberal arts or vocational areas.
While many students successfully sit for the entrance examinations and go onto
further studies in public or private universities or vocational colleges, others begin
their work life without further education. As a consequence, the successes of youth in
tertiary education and in their career endeavors after their graduation from secondary
schools heavily depend on the quality of their secondary education.
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With the reform movements starting almost a decade ago, and the National Education
Act of 1999 and relevant laws which were enacted more than 5 years ago, it is
important to investigate how teachers are coping and adjusting to the policy and
practices in the use of teaching portfolios as an aspect of the reform schemes, among
the other new policies and practices confronting them in this context of mandated
change. It is also important to find out whether or how the use of teaching portfolios
as tools for teachers’ performance assessment and professional development for
quality assurance and for improvement of the teaching profession is helping to
achieve the purposes of the reform.

Significance of the study
Teaching portfolios, adopted as a reform initiative, are to be used as a tool for
teachers’ performance assessment and professional development in response to the
requirement of the Office of National Education Standards and Quality Assurance, an
independent body established for the implementation of the new quality assurance
system at all levels of educational institutions. The portfolios are also to be a part of
the selection criteria in the attempts of the Office of National Education Commission
to promote master teachers to help implement learning reform through the learnercentered approach. Moreover, teachers have to submit their teaching portfolios as a
part of the requirements set by the Teacher Civil Service Commission for official
appointment and ranking promotion under the new policy of the National Teacher
Qualification (NTQ) by the Teachers Council of Thailand (Kurusapa). Teachers in all
schools, both public and private, are strongly encouraged and eventually required to
develop and complete their teaching portfolios according to the policies of their
schools or the nomination or appointment of the NTQ titles, Kru Tonbab (model
teacher) awards or the official appointments or promotion they desire.
While there appear to have been numerous problems and much confusion on the part
of the schools, as well as the teachers, in relation to all these policies on and
requirements for teaching portfolios, there is little doubt among educators and policymakers about the usefulness and benefits of the use of teaching portfolios in teachers’
performance assessment and professional development in other parts of the world and
other educational systems (Campbell et al., 2000, 2001; Darling-Hammond & Snyder,
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2000; Edgerton, Hutchings & Quinlan, 1991; Murray, 1997; Seldin & Annis 1990;
Seldin, 1993; Wolf, 1996a, 1996b, 1998; Wolf, Lichtenstein & Stevenson, 1997;
Zeichner & Wray, 2001; Zubirarretta, 1994). However, the use of teaching portfolios
is yet to be explored in a Thai context.
Chamornmarn (1997, 1998), a prominent Thai teacher educator and an influential
reformist, contended that the use of portfolios could not only serve as essential tool
for the authentic assessment of teachers’, learners’ and educational administrators’
performances but that it would also help them better understand and further develop
their learning and teaching practices. Teaching portfolios will not just serve as a
partial fulfillment of the quality assurance measure but also be employed for their
licensure, appointment, promotion and award nomination. It appears, however, that
like other attempts in the reform process, the introduction and implementation of
teaching portfolios in schools to bring about changes in teaching and learning
processes towards a more learner-centered approach has produced confusion in
various aspects and at different levels among teachers, administrators and parents. A
report on the learning reform by the Sub-committee on Learning Reform (2000)
confirms this view.
In Thailand, the organization of teaching and learning through the learnercentered approach has long been implemented. Unfortunately, the majority of
parties concerned have understood only the theoretical concepts. When it comes
to actual practice, importance is not at all attached to learners, but, on the
contrary, to subject matter. As a result, learners acquire knowledge through
rote learning instead of analytical thinking; neither do they use memorizing as a
basis for further analysis. Teachers teach by providing information and giving
instruction rather than guidance and stimulation of thought (p.89.)
As well as the confusion identified with all the changes mandated in this reform
process, there appear to have been some problems and resistance at all levels among
teachers, administrators and educational personnel as they confront the overwhelming
number of innovations in policies and practices, according to reports on the reform
process (Atagi, 2002; Pillay, 2002). On a school level, both administrators and
teachers alike also face many new challenges and innovations which mean more tasks,
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tests and extra workload for them. They are required to change their policies and
practices in many ways and aspects. The new assessment methods for the school as
well as the personnel performance suggested in the quality assurance scheme demand
drastic changes in their work and classroom practices. School administrators complain
of limited resources and facilities and insufficient budgets available for them to
efficiently implement the quality assurance policy at their schools. Some teachers
show reluctance to fulfill the requirements on their parts because of unclear policies
and inadequate support from the schools and the government. Although there have
been training units and pilot programs organized to familiarize teachers with the
concept and use of portfolios and how to develop their own as a part of the quality
assurance process, most of the training is not well received and differences in
workplaces are often ignored in the design of the training programs (Pillay, 2002;
Atagi, 2002; Research Division, 2002). A summary of reports on current and
controversial issues and events in relation to their reaction and responses to the reform
process are provided in Appendix B.
In short, school teachers are expected to have completed their portfolios for the
purposes of quality assurance according to the deadlines of the ONESQA in 2005 and
the government’s reform plan in 2007; however, it appears that many school teachers
have yet to commence the process. Meanwhile, some others have joined pilot projects
and pioneered portfolio programs in their schools. In a number of schools, teachers
have already been requested to submit their portfolios for the annual performance
evaluation by the school principals. In other schools, teachers are simply encouraged
to start thinking about starting their portfolios sometime before the enforcement of the
law.
There have been numerous texts available in the market to help teachers to start their
portfolio projects and well recognized presenters in this field have been busy year
round, organizing “quick-fix” style training sessions for school teachers in all parts of
the country. A large number of teachers have already benefited from their successful
teaching portfolio projects in terms of the awards won, official ranking promotions or
merely recognition from school administrators and colleagues. However, there still
appears to be confusion, reluctance and doubts among teachers on the use of teaching
portfolios as a tool for their performance assessment and professional development.
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Need for the study
Portfolio development and implementation have become increasingly more
commonplace in teacher education and teaching (Zeichner & Wray, 2001). Although
the concept of portfolios in education seems novel in the context of Thailand, in
various educational systems and different countries there have been a large number of
studies of the use of portfolios in pre-service education and how they affect and
influence the beliefs and practices of the student teachers (Anderson & DeMeulle,
1998; Darling-Hammond & Snyder, 2000; Trube & Madden, 2001; Senne & Rikard
2002). Other researches have been conducted with various focuses on the use and
development of teaching portfolios, including a number of current studies following
the development of electronic portfolios (Bull, Montgomery, Overton & Kimball,
1999; Barrett, 2000).
Among the proponents of the use of portfolios to promote teacher candidate
reflection, Wenzlaff (1998) contended that portfolios provide a vehicle for pre-service
teachers to reflect on their beliefs about teaching and learning. The process of
reflecting on the many elements involved in developing a portfolio helps pre-service
teachers to develop the habit of being reflective, an approach to problem-solving and
decision-making and a basis for making evaluative judgments which research
suggests contributes strongly to being an effective teacher. Richert (1990) reported
that portfolios helped student teachers to remember classroom events more fully and
accurately, and focused their reflection on content and content-specific aspects of
their teaching. In addition, Wolf et al. (1997) found that portfolios created a need for
student teachers to systematically examine their practice, encouraged them to gather
information on their practice, their students, and their schools, and created a
meaningful context in which to link the university and its research-based knowledge
with the classroom and its practical demands.
Among those studies on teaching portfolios as a means of assessment in teacher
education programs, there have been indicators that the focus has also shifted toward
the use of standards to drive portfolio contents and categories (Anderson & DeMeulle,
1998; Trube & Madden, 2001). However, few studies have been done to explore
whether portfolios have similar effects on in-service teachers, particularly in
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performance assessment. Despite the fact that teaching portfolios have become
popular in teaching/education contexts, few studies have been conducted on portfolio
development, particularly for their assessment and developmental purposes (Lyons,
1998; Zeichner & Wray, 2001; Senne & Rikard, 2002).
…Because of the high degree of variability in the way in which teaching
portfolios have been conceptualized and implemented in teaching and teacher
education, there is a need to gain greater clarity about the different ways in
which they (portfolios) have been used to assess and help teachers develop…
(Zeichner & Wray, 2001, p.615)

Purpose of the study and research questions
This study is significant because it will explore the issue of the use of teaching
portfolios in the context of broad educational change. The study will examine how
teachers use the portfolios and ascertain whether teaching portfolios are appropriate
tools for performance assessment as well as whether they are useful for teachers to
clarify their beliefs about teaching and learning and to improve their teaching
practices towards required outcomes. Findings from the study will help shed light on
the choice of teaching portfolios as a tool of authentic assessment in quality assurance
to bring about the mandatory changes in Thai teachers and the teaching and learning
process in schools as expected in the present education reform. This particular type of
research is unique as it appears that it has not taken place in Thailand before,
especially with the chosen methodology -- a mixed mode approach.
The specific purpose of this study is to investigate the use of portfolios by secondary
school teachers as a tool for performance assessment and professional development
and their impacts on the teachers’ beliefs about their practices in teaching and learning
in the context of mandated educational reform in Thailand. The following research
questions have been designed to guide the study:
1. In what ways do the teachers use and develop their portfolios?
2. How do the teachers perceive the use of portfolios?
3. What is the impact of the portfolio development process on the teachers’
beliefs about their practices in relation to teaching and learning?
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Definitions
Teaching portfolios are selective and structured collections of information about a
teacher’s practice which are gathered for specific purposes and for evidencing one’s
accomplishments in the context of one’s teaching philosophy (Challis, 2003).
Authentic assessment refers to any form of assessment that is genuine, real,
uncompromised, natural and meaningful. In the context of this study, authentic
assessment is meaningful and helpful to teachers in the exploration of their classroom
practices as well as their own perceptions of roles, experiences and work in general.
Mixed methods research is a study that combines or mixes theoretical and/or
technical aspects of quantitative and qualitative research within the same study
(Creswell, 2003; Johnson & Christensen, 2004).
Professional development is the growth or advancement of the capabilities of a
person engaged in a learned occupation.
Performance assessment is the action of carefully considered judgment made on how
a person’s professional roles and assigned responsibilities are carried out.
Beliefs are ways to describe a relationship between a task, an action, an event, or
another person and an attitude of a person toward it (Eisenhart, Shrum, Harding &
Cuthbert, 1988).
Collegiality refers to the nature of relationships, collaboration, support,
encouragement and participation among and between teachers, administrators, or
other school personnel.

Overview of thesis
Chapter One: Introduction
Chapter One provides a brief overview of the context of the study. Significance and
need of the study are discussed and the specific focus of the study is identified and
justified.
Chapter Two: Thai education context
Chapter Two provides a broad view of the history of the Thai education system, its
modernization period and the current reform movements. Included are the rationale
for the first educational law -- the National Education Act B.E.2542 (1999) and the
related legal frameworks and legislations.
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Chapter Three: Review of the literature
Chapter Three reviews the literature as a theoretical platform for the study. Detailed
discussions on the underlying principles are provided in support of the policies and
practices of the education reform, particularly the reform of teachers and the learning
reform. The factors which may affect the policies and practices of the use of teaching
portfolios are identified. Concepts and theories concerning the use of teaching
portfolios are analyzed and presented within the context of the study.
Chapter Four: Methodology
Chapter Four states the purpose, questions and design of the research used in this
study. The rationale in the selection of the chosen research paradigm and the stages in
the design of the study are discussed. Specific types of mixed methods research are
identified and the sequential design chosen for the study is justified. The chapter
describes the stages in the data gathering methods, data analysis, and data presentation
for both the quantitative and qualitative methods employed in the study. Ethical issues
and limitations of the study are also included.
Chapter Five: Research results
Chapter Five presents the findings on the research questions related to the four themes
as they emerged from the data gathering and data analysis processes:
-

Use of teaching portfolios;

-

Development of teaching portfolios;

-

Teachers’ perceptions of teaching portfolios; and

-

Impact of teaching portfolios on teachers’ beliefs about their practices in
relation to their teaching and learning.

Data from the survey, interviews and review of documents were analyzed and
processed and the results are presented in both quantitative and qualitative forms.
Tables of statistical analysis results, narrative and descriptive texts and actual
quotations are included in this chapter to present and discuss the research results.
Chapter Six: Discussion, implications and recommendations
Chapter Six discusses the significant findings of the study in relation to the policies
and practices governing the use of teaching portfolios and their contributions to the
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success of education reform. Crucial findings in relation to the teachers’ perceptions
and beliefs and their impact on their professional development are also explained.
Recommendations concerning the policies on and practices in the use of teaching
portfolios for the purposes of performance assessment and professional development
are presented and suggestions for further study are included.
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Chapter Two
Thai education context
History of education in Thailand
The earliest form of education in Thailand, as evidenced by the stone inscriptions of
the Sukhothai period (A.D. 1238-1378), began with the invention of the Thai
alphabet. Records from the stone inscriptions show that in those days education was
only limited to the aristocracy and the clergy and included were aspects of moral,
intellectual and cultural education. Education was provided by the Royal Institution of
Instruction (Rajabundit) to princes and sons of nobles to enable them to administer
their provinces and communicate with the palace. Monks were provided education as
they needed to read the religious texts from which they preached and to provide
education to male commoners. The basic structure of education of this period was
followed through the Ayutthaya period (1350-1767), with Buddhist monasteries as the
only source of semi-public education and only a small proportion of the population,
mostly male, having access to any formal education.

Modernization of the educational system
It was during the reign of King Rama IV (1851-1865), with the growth of western
influence, that measures were taken to modernize the education of the country and a
good knowledge of English became a necessity for further knowledge and a medium
of communication with foreigners. The modernization policy was pursued further
during the reign of King Rama V (1868-1910) as the country needed better trained
personnel for royal and government services. The first school with its own building,
lay teachers and a time-table was founded in 1871 in the palace for young princes and
court children. Later, more schools were established outside the palace for the
education of commoners’ children.
In 1887, the Department of Education was founded to oversee the Kingdom’s
education and religious affairs and it went on to become the Ministry of Education in
1892. It was only in 1897 that the first school for girls was set up and thus started
women’s educational development in the country. In 1898 the first Education Plan
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was issued, specifying all levels of educational organizations: pre-primary, primary,
secondary and technical education up to higher education. In 1902 the National
System of Education in Siam categorized the education levels into general and
professional or technical education. Chulalongkorn University, the first university in
Thailand, was founded in 1916 with four faculties; namely, medicine, law and
political science, engineering, and arts and science. During the period of historical
change from the traditional system of absolute monarchy to constitutional monarchy
in 1932, a National Education Scheme was formulated. The scheme went through
regular revisions to ensure that every citizen, regardless of their sex, social
background or physical condition, was provided with the four major areas of
education: intellectual, moral, physical and practical. In 1960, compulsory education
was extended to 7 years and for the first time disabled children who were formerly
exempted from compulsory education were given special provisions of some form of
basic education, regardless of their disabilities.
To serve as guidelines for the educational administration, the National Education
Development Plans, which are five-year plans, were formulated in accordance with
the National Economic and Social Development Plans of the country. The first and
second National Education Development Plans (1961-1971) focused mainly on the
expansion of basic education, and accessibility to primary schooling. The third and
fourth plans (1972-1981) aimed at the provision of basic education on a wider scale to
cover both school-age and adult students from an out-of-school population. The fifth
and sixth plans (1982-1991) emphasized the qualitative aspect of education and the
rendering of educational services to those considered physically, mentally, socially
and economically disadvantaged. The seventh and eighth plans (1992-2001) focus
more on people-centered development -- enhancing the development of educational
quality, accelerating the provision for life-long education and organizing education
for productive work. With more participation from private sectors, education is to
focus on social and technology development, human resources development, health
development and promotion of democracy.
In the current system, pre-school education, which has been designed to encourage
harmonious physical, intellectual, emotional and social development of children
before they begin formal education, is not compulsory. Compulsory education begins
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at the age of six and there are six years at the primary level, three years in lower
secondary and three years in upper secondary levels. At tertiary level, there are
normally four years and more for some special fields of study in science and
medicine.

Educational reform in Thailand
The need for education reform in Thailand has long been felt and publicly urged by
educators and social activists, but it is only in the past decade that it has been finally
acknowledged by the government and those concerned with the education system of
the country. The need can be explained in both international and national contexts.
Worldwide economic and social trends are fast changing towards information-based
societies where the creation and dissemination of knowledge are key factors in any
development, individually or socially. With the concepts of “education for all and all
for education” and “lifelong learning” suggested by UNESCO (Delors, 1996), an
education paradigm shift has widely spread in response to the emerging knowledgebased societies. High-order thinking skills, communication skills and continuous
learning have become the emphasis of many national education agenda.
In Thailand, educators, together with social activists, politicians and bureaucrats, all
agreed that an educational reform was urgently needed not just for the development
but also for the survival of the country and its people in this new world of fastchanging economy and social climate. Thailand’s global competitiveness has greatly
declined in the last decade. In a more recent report by the World Economic Forum
(2000), Thailand was ranked 40th out of 58 countries included in the study. On the
innovation factor, which includes the following key factors: high-quality human
resources, especially in science and technology; frontier research programs relevant to
industry issues; and an effective system for communicating best practices and
transferring knowledge, Thailand ranked 50th. Regional neighbours such as
Singapore (14th), Malaysia (30th) and the Philippines (47th) were all ranked higher. In
the view of the general public, the decline in global competitiveness of the country is
largely due to our weak human resources, especially in the fields of science and
technology. The major contributors to the failure in providing the much needed
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knowledge and skills for our people are identified (Kaewdaeng, 1998; Fry, 2002; Subcommittee on Learning Reform, 2000) as the following:
-

Inefficient management and administration of the education system,
particularly the lack of unity and coordination of diverse and fragmented
education and human resource development efforts.

-

Over-centralization particularly in the areas of budget and personnel.

-

Persistent of traditional learning modes, with a rigid learning environment.

-

Neglect of science and related R&D development.

-

Inequity of access to quality education, particularly the issue of considerable
regional disparities.

-

Inadequately qualified teachers and educational personnel, due to the
overemphasis on bricks and mortar relative to investing in human resources.

-

Inadequate utilization of ICT for improving human resource development.

-

Inadequate development of international capabilities.

In addition, Pra Dhammapidok (1996), an outstanding Buddhist monk and scholar and
a renowned social reformist, pointed out the fact that centralization has been the cause
of problems in the education system of Thailand since the start of the formal
education system during the reign of King Rama V in 1860. According to Pra
Dhammapidok, the crisis in the present education system includes the following
problems:
1. The modern educational system has separated the students from their
communities as the curriculum as well as all policies governing the teaching
and learning processes are totally centralized. This has brought about the
students’ estrangement and contempt for their local and cultural heritage. The
generation gap between parents and children widens and the new generation
refuses to carry on their local traditions and local wisdom.
2. In the past, the education system was necessary for the preparation of civil
service officers in the agriculture-based and government-subsidized economy.
Now its serves the needs of the emerging industrial and market-driven
economy. The present education system causes mass migration to the city
areas for better educational and job opportunities. Therefore, it brings out
numerous social and environmental problems such as overpopulation in the
big cities, crimes, narcotics, pollutions and other social ills.
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3. The current system also creates problems of inequality of education
opportunities among the people in regards to their economic and social status.
Access to educational facilities is not fairly distributed among the people in
different areas of the country, particular in secondary and tertiary education.
4. There is little interaction and cooperation between the public in general and
the education system. The wide spread of market-driven economy and
capitalism has brought about the rampant materialism of the modern society
and other social problems.
5. The present education system had brought down the status and
professionalism of teaching and teachers in general. Teaching is no longer a
respectable and well accepted profession by social standards. Education is
often the last choice of major study for students entering tertiary education.
Teachers are often seen as those who can’t get decent jobs in other fields so
they unwillingly end up in the profession.
6. The decline of ethics and morality in society as a whole leads to people
suffering from various economic and psychological problems. Teachers
assigned to courses in ethics are those seen as unable to teach other academic
courses and often labeled the least capable among their peers. Ethics
curriculum and classroom practices have always been serious problems for
policy-makers.
7. The focus and purposes of our education are still unclear, especially
concerning the improvement of the quality of life and community. The
emphasis is often solely placed upon the preparation of human labor for
industry. More attention and serious consideration must be shifted towards
individual and community holistic development.
With the final blow of the 1997 economic crisis triggered by the floating of the baht
(Thai currency) and in the climate of unemployment, inflation, bankruptcy of business
enterprises in a large scale, cutbacks on government projects and the increase of
national deficit, the need for the improvement of the quality of education and the
capacities of human resources in order to successfully compete in the global market
was further highlighted. Later in the year 1997, when the country was drafting the
new Constitution of the Kingdom in the attempt for political reforms for genuine
democracy, the reformists managed to convince the drafters of the importance of
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education in the development of democracy and the nation as a whole. In response to
this, the Constitution of the Kingdom of Thailand B.E. 2540, which was enacted in
1997, brought about the first ever educational law of the country as it states that
education is a major tool for the development of Thai people, the protection of one’s
rights and the establishment of equity. The 1997 Constitution stipulates in Article 81
that the state must:
-

provide education to attain knowledge and morality;

-

issue laws relating to national education;

-

improve education so as to be attuned to economic and social change;

-

create and strengthen knowledge and inculcate sound awareness of
politics and a democratic system of government under a constitutional
monarchy;

-

promote research in various disciplines;

-

accelerate the application of science and technology for national
development;

-

promote the teaching profession; and

-

encourage the revival of local wisdom, art and culture of the nation.

Subsequently the first education law of the country was enacted in 1999 and an ad hoc
body, the Office of Educational Reform was established in 2000 as a public
organization to operationalize the Act for a period of three years.
The National Education Act B.E. 2542 (1999)
The National Education Act of 1999 is basically seen as the antidote for the serious
problems in the Thai educational system. It provides a solid foundation to initiate and
mandate the education reform which is indeed a landmark movement in the history of
the educational system. In brief, the major provisions of the Act are:
1. Basic education for all.
2. Reform of the education system.
3. Learning reform.
4. Reorganization of administrative system.
5. A system of quality assurance.
6. Professionalism and quality of teaching profession (Reform of teachers).
7. Mobilization of resources and investment for education.
8. Information and communication technology (ICT) for education reform.
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Perhaps the most powerful indictment of the declining quality of teacher development
and consequently of student learning can be seen in this new law which makes
specific reference to:
-

The training and development of teachers, Faculty of Education staff, and
other educational personnel in Chapter 7.

-

The types of knowledge and skills that teachers need to develop in Chapter 4 .

-

The need for decentralized management, both in the Ministry and training
institutions and organizational units involved in teacher development such as
the Teacher Licensing Board and the Office of the National Education
Standards and Quality Assurance in Chapters 5 and 6.

The 1999 National Education Act attaches great importance to the improvement of the
quality of teachers and the raising of the status of the teaching profession. In the view
that education reform can never successfully implement its goals without the reform
of teachers, specific measures for the reform of the teaching profession as a whole
have thus been stipulated in Chapter 7 of the Act. This chapter focuses on the
promotion of the system and process of production and development of teachers,
university faculty staff and educational personnel in all aspects. In addition, the law
proposes a new salary structure, funds and grants for innovations and developmental
purposes, and honorary rewards as incentive schemes to urge teachers to implement
reform. Their quality and status are to be enhanced and the teaching profession will
then become a highly respected occupation.
Within Chapter 7 alone, there are several significant sections which specifically aim
to strengthen the teacher production and development institutions. These institutions
are to be made ready for the preparation of new teachers, faculty staff and personnel
and the development of in-service personnel on a continuous basis. Sufficient
budgetary allocations and the establishment of personnel development funds are also
required by law.
In particular, Section 53 provides for a reform of teaching profession organizations in
order to establish a body responsible for issuing licenses for teachers, administrators
and other educational personnel. It also aims to strengthen the status of teachers and
the teaching profession as stipulated in the Kingdom of Thailand Constitution of
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1997. In addition, Section 54 requires a reform of the central unit responsible for the
administrative affairs of teaching personnel based on the underlying principle of
decentralization. The administrative authority is thus to be transferred to the
educational service areas and each educational institution. In Section 55, the
enactment of legislation on the salary, remunerations and other benefits for teachers
and other educational personnel ascertain that they are appropriate with their social
status as members of a highly respected profession. Moreover, funds in the forms of
grants for the promotion and development of teachers, faculty staff and educational
personnel are established for innovations, outstanding achievements and rewards in
their honor.
In accordance with the new law, the Office of Education Reform (OER) was
established, with public views taken into consideration. The OER was to take charge
of proposing the new structures, organizations, division of responsibilities; systems of
teachers, faculty staff, and educational personnel; mobilization of educational
resources and investment; and any necessary bills and amendments to the Act. The
broad legal framework for the reforming of all levels of schools in Thailand was
provided and another 54 subordinate laws were to follow suit. In carrying out these
tasks, the following principles underlining the Education Reform as prescribed in the
Act must be observed:
1. Unity in policy and diversity in implementation.
2. Decentralization of authority to educational service areas, educational
institutions, and local administration organizations.
3. Setting of educational standards and implementing system of quality assurance
for all levels and types of education.
4. Raising the professional standards of teachers, faculty staff, and educational
personnel, who shall be developed on a continuous basis.
5. Mobilization of resources from different sources for provision of education.
6. Partnerships with individuals, families, communities, community
organizations, local administration organizations, private persons, private
organizations, professional bodies, religious institutions, enterprises, and other
social institutions.
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The Office of National Education Commission (ONEC), set up as the educational
policy-making body, prepared the proposed provisions for the relevant issues. Public
hearings were held in various parts of the country as well as in the Bangkok
Metropolitan area. The policy recommendations were then put forth and different
organizations were founded to operate plans and oversee the implementation of
necessary measures to achieve the goals of the reform. The 2002 Amendment of the
National Education Act and the 2003 Act for the streamlining of Ministries and
Government agencies mandate the amalgamation of the three ministries and agencies
formerly responsible for education; namely, Ministry of Education, Ministry of
University Affairs and Office of the National Education Commission into a single
Ministry of Education with a new administrative structure. Organizations and
agencies have been founded to carry out plans and supervise the reform.
Proposing the view that teachers are the most important agents in this reform process,
particularly to bring out the desirable changes in our learners as well as the learning
process, great emphasis of various policies is on the aim to bring about changes in the
way teachers teach and learn. The principles prescribed in the Act on
-

the setting of educational standards and implementing system of
quality assurance for all levels and types of education, and

-

the raising of the professional standards of teachers, faculty staff, and
educational personnel, who shall be developed on a continuous basis

resulted in the establishment of certain organizations and policies to ensure the
success of the reform movements. These ad hoc and permanent organizations
established as a result of the Act were the Teacher Education Reform Office, the
Teaching Profession Reform Office and the Teacher Development Task Force. All of
these offices were developed with specific purposes for generating and implementing
new policies associated with the reform movement.
The establishment of the quality assurance system as required by the Act aims to
reinforce the administrators’ and teachers’ attempts to actively implement the learning
reform. The change of the assessment system was expected to bring about the desired
changes in their practices toward a learner-centered approach. To take charge of the
system of quality assurance for all levels and types of education, the Office for
National Education Standards and Quality Assessment (ONESQA) was established.
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The ONESQA was set up as a public organization to supervise the development of the
criteria and methods of the quality assurance system which included quality
assessment and quality audit for educational institutions at all levels in the country.
The ONESQA is also in charge of the supervision of the evaluation of educational
achievements in the National Tests system in order to assess the quality of institutions
in accordance with the objectives and principles and guidelines for each level of
education as stipulated in the Act.
Traditionally, the quality assessment process mainly concentrates on quantitative
inputs such as the number of books in the library or other numbers of facilities
provided for the students. Furthermore, the assessment of outputs normally focuses on
the academic achievements of the students, particularly based on their scores on
standardized tests. As schools are held accountable for these scores, they tend to
organize the teaching and learning process according to the testing systems. As a
result, school administrators as well as teachers are reluctant to spend time or take
their chance on any innovative teaching approaches which include those emphasizing
the development of learners’ autonomy or higher-order thinking skills (Learning
reform, 2000).
According to the quality assurance manuals issued by the Ministry of Education,
educational institutions at all levels are to set up within their own organization the
system of internal audit as a part of their operational management. They are also to be
externally audited by the agencies or committees authorized by the ONESQA at least
once every five years and the results of the evaluation will be submitted to the
relevant agencies and made available to the general public. Recommendations will be
made, for cases of below-standard results, and for corrective measures to be taken in a
given period of time. Reports to the authorities in the Ministry of Education
responsible for necessary remedial actions will be submitted in cases where the
institutions fail to implement the suggested corrective measures.
On their parts, all educational institutions must co-operate in preparation of
documents and evidence providing relevant information at all levels. They must
arrange for their personnel, institutions’ boards, including parents and those
associated with the institutions to provide additional information considered relevant
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to their functioning upon the request of the ONESQA. Central to this process will be
the requirement that teachers must complete a teaching portfolio which will be
employed as a key part of the performance evaluation of the teachers for both the
internal and external audits in the system of quality assurance. As stated in the Act,
within six years of the enactment date, which is the year 2005, the Ministry of
Education with the responsible organizations and agencies shall have completed the
first round of external evaluations of all educational institutions.
The Teachers Council of Thailand (Kurusapa) is another prominent organization in
the reform movement, particularly in the development of teacher professionalism. In
cooperation with the Office of the Teacher Civil Service Commission and the Office
of National Education Commission (ONEC) -- later renamed as the Office of the
Education Council (OEC) in the new structure of the Ministry officially set up in
2003, the Teachers Council of Thailand was given new assignments and
responsibilities in setting up professional standards, issuing and withdrawing of
licenses, overseeing maintenance of professionalism and ethics, and overall the
development of the profession of teachers, educational institution administrators and
personnel. Among the new roles and responsibilities are the development and
implementation of teaching licensure system, and the National Teacher Qualification
(NTQ) system in which teachers are classified into four levels according to their
professional achievements and awarded professional titles and financial
remunerations. To apply for these titles in the NTQ system, the submission of
teaching portfolios is required as a part of the evaluation criteria, a focus of this study.
As early as in 1998, the Office of National Education Commission initiated a project
to select model teachers for honorary rewards and grants in an attempt to promote
professionalism among teachers. This project also aimed to help build a critical mass
of teachers, familiarized and trained, to enhance the reform process. A group of
public school teachers from all over the country were selected to participate in special
training programs with the focus on the new teaching and learning approaches related
to the education reform. Later in 2000, the teachers who participated in these training
programs in 1998 and 1999 then were urged to apply for the Kru Tonbab (model
teacher) project which offered rewards in forms of grants and academic support on
conditions that they must provide training to other teachers (not fewer than 10 in
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number) on topics related to learner-centered approaches for a period of four months.
At the end of this period, reports of their training processes and results together with
the cooperative networking with the other teachers were to be submitted to the ONEC.
Besides the monetary rewards and academic supports, this teacher incentive-oriented
scheme is expected to promote professional status and professionalism as the awarded
teachers are granted national recognition. To apply for the Kru Tonbab project,
teachers are required to submit a set of documents in the form of portfolios to fulfill a
part of the selection criteria to the committee commissioned or authorized by the
ONEC.
In the area of official promotion, the Teacher Civil Service Commission, a division of
the Civil Service Commission within the Ministry of Education, is in charge of the
appointment and promotion of all teachers who are in civil service, working in all
public schools, educational institutions and government offices. Along with the other
reform schemes arising from the Act of 1999, the Teacher Civil Service Commission
has also geared its policies and practices in the evaluation system towards the
desirable characteristics and qualification of teachers related to learner-centered
approaches. When the Teachers Council of Thailand developed the Standards on
Teaching Profession in 1994, the Teacher Civil Service Commission adopted them as
a part of its evaluation criteria. Later in 2000, the Office of Education Reform, in an
attempt to develop a new system for the production and further refinement of
teachers, specified the desirable characteristics of teachers along with the national
education standards. Since that time, the Teacher Civil Service Commission has
adopted the new standards of teacher qualifications as selection criteria for teachers’
promotion and appointment to official positions and rankings. Importantly, teaching
portfolios are required as a part of the evaluation process for the appointment and
promotion for all civil service teachers.
Generally, all the organizations identified (though some claim the status as an
independent body) work under the supervision of the Ministry of Education.
Together they implement the quality assurance policies for the whole system towards
the same objectives of education reform and with the main goal of revolution of the
learning culture towards learner-centeredness. As early as in 1995, the concepts of
learner-centeredness and authentic assessment have been at the heart of the learning
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reform and movement for improved teacher professionalism. The use of teaching
portfolios (in a variety of translated terms) as the focal tools for authentic assessment
and as vehicles for development is widely adopted and adapted in various processes
of quality assurance as well as in the official appointment and promotion of teachers
and administrators by these organizations and agencies.
In regard to other reform-related issues focused on in this study, it is worthwhile to
look closely at some the underlying concepts and principles behind the reform
policies and certain aspects of chosen schemes. The principles underlying the reform
movements are strongly influenced by the emerging constructivists’ philosophy in
education (Kaewdaeng, 1998) with the focus on the learner-centered approach
suggested by UNESCO (Delors, 1996) and the concept of authentic assessment. Thus
the learner-centered approach in teaching and learning is emphasized in many of the
reform schemes, particularly the reform of teachers and the learning reform.
Moreover, the quality assurance system required by the Act puts much emphasis on
authentic assessment at all levels.
Learner-centered approach in the reform of teachers and learning reform
The National Education Act of 1999 recognized the need for changes in the teaching
and learning process in Thai schools and educational institutions, as specifically
stipulated in Chapter 4 of the Act. Though it had never been explicitly stated, it is
known that constructivist perspectives have had much influence in the rationale of the
education reform going on in the Thai context (Kaewdaeng, 1998). The constructivist
approach refers to the understanding of the nature of human learning with the
following underlying assumptions on knowledge (Vygotsky, 1962; Luria &Yudovich,
1971):
-

Actively constructed by the learner and not given to them. Learners should be
encouraged to actively participate cognitively and physically in the classroom.
They are to be directly engaged in the learning process by actually doing
things to discover by themselves the associations between concepts, issues and
other matters related to the learning activities.

-

Best constructed through authentic learning. Knowledge is best learnt in its
own context or in the context in which it was first generated. School learning
experiences should be linked to real world situations.

Thai 24
-

Best constructed with the tasks positioned in the zone of proximal
development. Learners are to be prepared and must be ready for the learning
experiences. The key concept is the readiness of learners.

-

Best constructed with an integrated approach with a new concept linked to a
number of different concepts. Human understanding is deeper and richer with
more connections made between different elements within a concept and
between concepts, since all knowledge is interrelated. It is thus important that
these connections are explicitly provided for learners to explore.

Thus, the learner-centered approach which evolved out of the constructivist paradigm
was suggested as the underlying concept from the start of the learning reform and the
reform of teachers. The adoption of the learner-centered approach as the main focus
of change in this reform signifies a concerted effort to move away from the traditional
approach which is authoritarian, teacher-centered and didactic. This new bottom-up
approach to teaching contrasted strongly with the existing traditional approach which
has been the common practice of Thai teachers. The drastic changes in the teaching
and learning approaches expected can be summarized and portrayed by the
comparison of teaching and learning as transmission of information versus social
construction of knowledge (Good, 1996).
Table 2.1. Traditional perspective in comparison to the constructivist perspective
Traditional perspective

Constructivist perspective

Knowledge as fixed body of information transmitted

Knowledge as developing interpretations constructed

from teacher or text to students.

through discussion.

Texts, teacher as authoritative sources of expert

Authority for constructed knowledge resides in the

knowledge to which students defer.

arguments and evidence cited in its support by students
as well as by texts or teacher; everyone has expertise to
contribute.

Teacher is responsible for managing students’ learning

Teacher and students share responsibility for initiating

by providing information and leading students through

and guiding learning efforts.

activities and assignments.
Students memorize or replicate what has been

Students strive to make sense of new input by relating it

explained or modelled.

to their prior knowledge and by collaborating in
dialogue with others to construct shared understandings.
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Discourse emphasizes drill and recitation in response to

Discourse emphasizes reflective discussion of networks

convergent questions; focus is on eliciting correct

of connected knowledge; questions are more divergent

answers.

but designed to develop understanding of the powerful
ideas that anchor these networks; focus is on eliciting
students’ thinking.

Activities emphasize replication of models or

Activities emphasize applications to authentic issues

applications that require following step-by-step

and problems that require higher-order thinking.

algorithms.
Students work mostly alone, practicing what has been

Students collaborate by acting as a learning community

transmitted to them in order to prepare themselves to

that constructs shared understanding through sustained

compete for rewards by reproducing it on demand.

dialogue.

The concept of organizing the teaching and learning process through the learnercentered approach has long been introduced in Thailand (Chamornmarn, 1997,
Dechakup & Khammanee, 1997). However, it has never been explicitly made a part
of the reform mandated by law. In their proposals for the learning reform and the
reform of teachers, the ONEC (2000) proposed the following guidelines for
organizing the learning process through the learner-centered approach.
1. In organizing teaching and learning activities, consideration should be given to
individual differences so that learners are allowed to develop to the best of
their potential in all aspects as suggested by the concept of multiplicity of
human intelligence (Gardner, 1992).
2. Transmission of subject matters should be decreased. Learners and teachers
should join efforts in using scientific methods to acquire knowledge.
Opportunites should be given to learners to learn from actual situations useful
and related to real life. They should also learn truth about themselves and facts
concerning the environment from a variety of learning sources.
3. Learners should be motivated to learn effectively from first-hand experience.
The teachers’ roles are hence confined to preparatory work, stimulation,
provision of advice and guidance on activities to be undertaken, and finally,
evaluation.
In particular, the teachers’ roles are then to facilitate learning, motivate learners and
provide support in all activities until the learners can, on their own, find answers and
solutions to problems. Teamwork should be encouraged and all teaching–learning
activities aimed at inculcation of integrity, discipline and responsibility for the

Thai 26
assigned tasks. Thus, learners should be trained in self-evaluation and selfimprovement, acceptance of others and good citizenship at national and global levels.
Teachers and the changes required in the reform
Much emphasis has been placed on the teachers’ roles and responsibilities in the
success of the current education reform. The Progress Report (2002) prepared 2 years
after the enactment of the Act stated that teachers among all personnel and agencies
are most affected by the new law and the new national education standards as required
by the Act. Among the changes required in the Act, fifteen were changes expected
from teachers in their teaching, learning and professional practices; only two
discussed the new teacher reward and incentive schemes and teacher development
programs. Listed below are the changes required by the new law on teachers’
teaching, learning and professional practices.
1. Teachers are to be role models of learners (Sections 6 and 7).
2. Teachers are lifelong learners and work towards continuous development
(Sections 6, 25 and 30).
3. Teachers must observe and abide by the national standards for the teaching
profession (Sections 9).
4. Teachers must be capable of organizing basic education (Section 10).
5. Teachers must be capable of teaching all types of learners, regardless of their
physical, mental, intellectual, emotional, social and other differences (Section
10).
6. Teachers must be capable of organizing education in all types; namely, formal,
informal and non-formal (Section 15).
7. Teachers must be capable of working in any educational institutions (Section
18).
8. Teachers in vocational schools or educational institutions must work in cooporation with business sectors (Section 2).
9. Teachers must organize the teaching and learning methods through the
learner-centered approach (Section 22).
10. Teachers must organize the teaching and learning methods for the
development of numerous skills such as social, scientific, technological,
mathematics, humanistic, etc. (Section 23).
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11. Teachers must organize the teaching and learning methods based on first-hand
experiences and activities (Section 24).
12. Teachers must be capable of assessing learners’ performance (Section 26).
13. Teachers must be capable of prescribing curricula substance according to the
national curriculum and needs of local communities (Section 27).
14. Teachers must contribute to the learning of community members at all levels
(Section 29).
15. Teachers shall have professional licenses as required and provided by law
(Sections 52 and 53).
The two changes concerning the new salaries, remuneration, welfare and benefit
schemes for teachers and development programs listed in the Act are:
1. Teachers shall be provided with financial and other support befitting their
highly respected professional status (Sections 52 and 55).
2. Funds shall be established for the promotion and development of teachers as
grants for innovations, outstanding achievements and rewards in their honor
(Sections 52 and 55).
With all these changes prescribed in the Act and geared towards the reform of
teachers and teaching profession, it is significant to take careful consideration of
teachers, the change process and other related issues.
Taking into consideration the long history of using a rigid and highly monitored
teacher-centered approach to teaching and learning, the most significant aspect that
needs to change is the teachers’ disposition or educational belief system. The majority
of Thai teachers still do not appreciate the need for change or what is new in the
student-centered learning approach to teaching. It will require continuous and
considerable input to change their fundamental beliefs and to encourage them to be
truly and actively engaged in the reform activities. Moreover, information concerning
the reform policies and what is required on their parts is provided them in fragmented
fashion, often not accurately or clearly explained.
According to the UNESCO-PROAP report (1999), there is a lack of understanding of
recent teaching and learning theories and related strategies among Thai school
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teachers, especially those in primary and secondary education. In order to foster the
acquisition of the new types of knowledge and skills needed for the attempts to
change their teaching and learning practices, teachers must be better informed. A lack
of knowledge and skills to implement new teaching and learning methods only adds
to their inability to adjust to change and innovations and adopt the learner-centered
approach in their classroom practices now required by law. Based on the pilot study
conducted, Sinlarat (1999) reported similar observations. While there are a few
academics and educators who may be familiar with the new teaching and learning
theories, particularly those adopted in the conceptual framework of the reform, it is
not sufficient to make a critical mass to drive the reform from the bottom-up. The
report strongly noted the urgent need to inject new knowledge and skills to a larger
percentage of teachers and teacher educators and to create a critical mass of reformers
at all levels.
In an attempt to give priority to school management conducive to the understanding
and eventually the adoption of the newly prescribed teaching and learning process, the
Department of General Education under the supervision of the Ministry of Education
offered the following working procedure as guidelines for schools in the reform
process (ONEC, 2000).
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Action

Personnel development
- Attitude inculcation
- Increasing knowledge and
understanding as well as
competency in action

Preparation

Policy formulation

Need identification

Plan and project
preparation

Public relations

Curricular implementation and
services
- Mixed class arrangement
- Curricular preparation
- Activity arrangement
- Provision of learning
ambiance
- Provision of guidance
Supporting services
- Provision of research sources
- Provision of media, materials
and equipment
- Assigning learning
development to a responsible
person (s)

Evaluation
Evaluation of
action
- Schools
- Teachers
- Learners
- Other parties

Setting up an internal
demonstration system
- Demonstration
- Monitoring, follow-up
- Providing encouragement and
moral support

Figure 2.1. Schools' working procedure in organizing the learning process through
learner-centered approaches
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A procedural plan for teachers to follow during implementation is also provided, as
presented in the following figure. Based on the CIPPA model, the working procedures
for teachers are laid out in details.

1. Preparation
1.1 Self-preparation
1.2 Preparation /
ldentification of
Learning Sources
1.3 Preparation of
teaching plans
- Preparation of
activities
- Preparation of
instructional
media, materials,
equipment etc.
- Preparation of
measurement and
evaluation

2. Action

3. Evaluation

Organization of activities
enabling learners to:
2.1 Construct and discover
knowledge themselves
(C)
2.2 Interact with a variety of
learning sources (I)
2.3 Have physical
participation suitable to
their ages and interests
(Physical Participation)
2.4 Acquire process learning
(P)
2.5 Apply the knowledge
gained (A)

Measurement and
authentic evaluation
based on :
3.1 A variety of methods
3.2 Practical Work
3.3 Portfolios

C = Construct
I = Interaction
P = Physical
Participation
P = Learn Different
Processes
A =Application

Figure 2.2. Teachers' working procedure in organizing the learning process through
the learner-centered approach.
In 2001, the National Education Act of B.E.2542 (Revised Edition) was approved by
the Parliament; however, the new law dealt mainly with the setup of new public
organizations and the restructuring of the Ministry of Education with no concrete
changes in principles in relation to the quality assurance scheme.
Within the context of this large scale and drastic changes mandated by the reform, the
organizations and agencies in charge of implementing and supervising all the related
policies employ various schemes to inform and foster the teachers and all educational
personnel concerned in the new learning paradigm embodied in the Act. The learnercentered approach in the teaching and learning process is meant to improve the
quality of education through the reform of teachers and the learning reform. However,
uncertainty and confusion over policy directions during any reform process are to be
expected, along with a certain degree of resistance to the mandated change required
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on the part of local administrators and school teachers. It is human nature to prefer
stability and familiarity, and often changes mandated or prescribed in a reform are
perceived as threats. Too much anxiety in facing numerous changes plus confusion
and uncertainty in policy directions may not only affect those required to go through
the change process but also hinder any success of the reform as a whole. Thus it is
important to take into consideration the teachers’ roles as the main implementers of
the change policies in the reform process.
Summary
In summary, the history of Thai educational system, its modernization period, the
rationale of the current reform and related legal frameworks and principles inform this
study on Thai teachers’ use of teaching portfolios in the context of large-scale and
drastic educational change. The next chapter focuses on the review of literature
relevant to the study.
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Chapter Three
Review of literature

…Educational reform had failed time and time again. We believe that this is
because reform had either ignored teachers or oversimplified what teaching is
about… (Fullan & Hargreaves, 1996, p.2.)

Overview of the chapter
Thailand is presently undergoing the largest attempt at reform of the whole
educational system in the last century (Kaewdaeng, 1998). Amidst the numerous
changes specified as reform goals undertaken in the educational system at all levels
and aspects, careful consideration and vigorous attempts are focused on the
preparation and development of Thai teachers and the teaching profession. Changes
are complex and it is impossible to make them happen without taking into
consideration how they are perceived and accepted by those assigned as change
implementers (Lieberman, 1986; Fullan & Hargreaves, 1996; Miles, 1998; Hoban,
2002). In this chapter, the theoretical literature on education reform and change
together with related policy implementation issues is presented. Also included are the
related legislations in relation to the Thai National Education Act of 1999 and the
relevant policies and practices governing the promotion of the system and process of
production and development of teachers, university faculty staff and educational
personnel, particularly the quality assurance system. Theories and practices
concerning the use of portfolios in teachers’ performance assessment and professional
development and their impact on teachers’ beliefs and practices in relation to teaching
and learning are identified and analyzed.

Reform policy implementation and teachers’ roles
A review of literature on recent educational reform reveals the long-standing failure
of states or governments when trying to force teachers to change their practices
(Goodlad, 1990a, 1990b; Sarason, 1990; Cuban, 1990; Odden, 1991; Fullan & Miles,
1992; Clark & Astuto, 1994; Fullan & Hargreaves, 1996a; Darling-Hammond &

Review 33
McLaughlin, 1995; McLaughlin, 1998; Maxwell-Jolly, 2000; Hoban, 2002; Osher &
Quinn, 2003). Reports on early implementation research findings (Sarason, 1982;
Odden, 1991; McLaughlin, 1998) concluded that if higher level governments
mandated policy initiatives, it was unlikely that local educators (and school teachers)
would implement those policies in compliance with the spirit, expectations, rules,
regulations or program components expected. Approaches in policy implementation
found in these studies are traditionally categorized into two poles: top-down and
bottom-up.
Top-down approach is defined by the following characteristics (Van Meter & Van
Horn 1975; Weatherly & Lipsky, 1977; Elmore, 1981; Winter, 1990):
-

emphasis on the role of implementation in policy-making;

-

focus on only those who are formally involved in the implementation of a
specific program;

-

analysis done only at the top and hardly to the delivery-level implementers;
and

-

choices in implementation all structured by state or government mandates.

On the other hand, bottom-up approach is defined by the following characteristics
(Pressman & Wildavsky, 1973; Palumbo & Calista, 1990; Goggin, Bowman, Lester &
O’Toole, 1990):
-

involvement of local implementers and clientele in policy-making;

-

focus on negotiation among parties concerned for a mutually satisfying policy;
and

-

emphasis on delivery-level activities as focal indicators of reform success.

Fink and Stoll (1998) contended that the failure of top-down approaches reflected in
the failed change efforts in the 1960’s and 1970’s led to bottom-up approaches which
involved practitioner rather than external knowledge and the emphasis shifted from
educational management as the focus of change to changes in educational process.
However, Reynolds, Hopkins & Stroll (1993) argued that the bottom-down or
process-oriented approaches did not often lead to improvement in students’
performance.
In addition, there have been studies (Goggin et al., 1990) which pointed out that both
approaches could develop significant weaknesses:
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…each tends to ignore the portion of implementation reality explained by the
other, and neither addresses the question of relative influence of these different
sorts of variables on policy as it is converted into action. Neither conceptualizes
the process in a fashion that is likely to explain clearly how these different
factors interactively affect implementation in a dynamic fashion (Goggin et al.,
1990, p. 12.)
Odden (1991) outlined the evolution of implementation knowledge and theory into
three stages, spanning the past four decades. Research conducted in the first stage
(late 1960’s to early 1970’s) revealed that there was inevitable conflict between local
orientations, values, and priorities and state or government initiated programs.
Pressman and Wildavsky (1973) contended that the disciplinary distinction between
policy formulation and implementation often found in the top-down approach was
fatal for the course of reform. Change required in reform policy was viewed as a
problem of the delivery-level personnel as a policy was transformed at each point in
the process as individuals interpreted and responded to it. Thus, what actually was
delivered or provided under the reform policy depended finally on the individuals at
the end of the line who have substantial discretion in the implementation process,
referred to as “street level bureaucrat” (Weatherly & Lipsky, 1977). These deliverylevel personnel or street level bureaucrats have in general a large number of service
demands placed upon them without innovative changes required by reform policies;
while personal or organizational resources are severely limited and often inadequate.
Citing various studies (Pressman & Wildavsky, 1973; Derthick, 1976; Ingram, 1977),
Odden (1991) pointed out the simple lack of capacity and will in both the state or
government and the local implementers as the fundamental problem of the often topdown policy implementation at this stage. Other problem areas included the faulty
program design, and more importantly the policy’s relationship to the local
institutional setting.
In the second stage (late 1970’s and early 1980’s), changes in the understanding of
how government program implementation worked began to emerge. Based on studies
and research conducted during this stage (Hargrove, 1983; Farrar & Milsap, 1986;
Peterson, Rabe, & Wong, 1986), Odden (1991) concluded that higher level
government programs would eventually get implemented locally, the initial conflict
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would get worked out over time, and the opportunity for bargaining and negotiation
would ultimately produce a workable program for both parties, the government and
the local implementers. Another conclusion was that the state or government
initiatives did impact local practices; there may be questions about the impact, but
impact did occur.
Reforms in the third stage (late 1980’s and 1990’s) were found to emphasize not only
how to get programs implemented but also on how to make them really work, as
studies (Elmore & McLaughlin, 1981; Fullan, 1982; Hargrove, 1983; Huberman &
Miles, 1984) revealed that claiming that programs got implemented was not the same
as claiming that they were effective or solved the problems for which they were
created. Unlike the early reforms in the 1960’s to early 1980’s, Odden (1991) reported
that reforms in this stage tend to focus more on the overall education system, rather
than specific programs or particular groups of target students. Efforts are geared
towards the comprehensive reform of curriculum, teaching profession and traditional
school organization. Thus, the implementation issue is not whether some or all of the
programs were implemented but whether they worked together to improve the quality
of local schools and classrooms.
In retrospect, any attempts at reforms, particularly mandated ones, are often doomed
to fail due to local implementation resistance and failure of policy-makers to take into
consideration the complexities of change and the complex nature of the teaching
profession:
Local choices about how (or whether) to put a policy into practice have more
significance for policy outcomes than do such policy features such as
technology, program design, funding levels, or governance requirements.
Change ultimately is a problem of the smallest unit. What actually happens as a
result of a policy depends on how policy is interpreted and transformed at each
point in the process, and finally on the response of the individual at the end of
the line (McLaughlin, 1998, p.72.)
In various studies and reports (Goodlad, 1990a, 1990b; Sarason, 1982, 1990; Cuban,
1984, 1990; Odden, 1991; Fullan & Miles, 1992; Clark & Astuto, 1994; Fullan &
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Hargreaves, 1996a; Darling-Hammond & McLaughlin, 1995; McLaughlin, 1998;
Fink & Stoll, 1998; Hoban, 2002), issues of school and teacher resistance to mandated
changes are addressed and the merits and weaknesses of top-down versus bottom-up
implementation strategies are debated.
In various venues and educational systems, reports on failures of reforms are seen as
related to the teachers’ roles in policy interpretation and implementation. DarlingHammond (1997) reported that in the context of education reform in the US “even the
most challenging and thought-provoking performance-based assessments will fail to
transform schools if they are extremely mandated and delivered” (Darling-Hammond,
1997, p. 52). Cuban (1984) voiced his skepticism at the probability that new state
education standards and mandates would make local school districts, schools and
classrooms better as most changes brought about were superficial, unsustainable and
often with long-run continuation of very few innovations. McIntosh (1995) pointed to
change fatigue as well as teacher resistance as causes of failure in reform in Victoria,
Australia. Likewise, in the UK, reports showed that reforms had harmful impacts on
teachers’ health (O’Leary, 1996) and their work environment and they also caused
many to look for new jobs other than teaching (Casey, 1995; Fisher, 1995; Travers &
Cooper, 1996).
In contrast, Goggin (1986) and Palumbo and Calista (1990) proposed the idea that
early studies done on policy implementation often “painted a picture of inevitable
failure”(Goggin, 1986, p. 328) and that the implementation process should be
conceptualized as a complex and dynamic process, involving more than just
government agencies who are officially responsible for carrying out the
implementation. Palumbo and Calista (1990) contended that the blame placed on
delivery-level implementers for all the failure in implementation was wrong. To
further explain their point, three alternative reasons were provided.
1. Early researches were based on the assumption that policy implementation
could be separated from formulation and design of the policy.
2. Researchers often assumed that problem definition and policy design were
clear and unambiguous; while in fact they were more the products of political
conflicts identified through bargaining and compromising processes with all
concerned parties involved.
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3. Definition of implementation in most studies failed to take into consideration
other organizations and factors involved, such as private agencies, target
groups and related socioeconomic, cultural and political conditions, besides
the main actors—state or government agencies (Palumbo & Calista, 1990)
In addition, numerous studies (Odden & Marsh, 1989; Firestone, 1989; Fuhrman,
Clune & Elmore, 1991) showed that from the early 1980’s onwards, many positive
signs emerged as reform policies were implemented by the local administrations.
Odden (1991), citing various studies, contended not only that the local administration
quickly and faithfully implemented the key elements of state or government education
reform programs, but that they also went beyond stated requirements and standards.
Thus, sufficient capacity and will were found and implementation was relatively
swift, contentious and strongly linked to local priorities.
By the 1990s, scholars were making suggestions that, all in all, educational reform
occurred best with both top-down and bottom-up approaches in which the larger
system provided direction and support, and the actual change process was to be left to
schools and teachers as policy implementers through school-based decision-making
and school developmental planning (Fink & Stoll, 1998, p.305). Significant
suggestions on contributing factors (Van Velzen, Miles, Eckholm, Hameyer & Robin,
1985; Fullan & Hargreaves, 1991; Stoll, 1996; Hopkins, Ainscow & West, 1994;
Maxwell-Jolly, 2000) included the following:
-

focus on process;

-

an orientation towards action and on-going development;

-

an emphasis on school-selected priorities for development;

-

a view that the school and teachers are the forefront of education policy
implementation and central to the consequences of reform; and

-

an understanding of the importance of culture.

For this study, the context of the current education reform within Thailand’s unique
cultural and historical background of the educational system and with teachers as key
implementers are considered crucial factors in the success of policy implementation of
the most comprehensive and far-reaching reform in the history of the country.
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Rationale of the education reform with the legal frameworks and related principles of
the reform policies and procedure are discussed earlier in Chapter Two.
In brief, it can be stated here that the reform is urgently needed and the National
Education Act of 1999 is deemed necessary to ensure that the government and those
responsible are required by law to strive for the success of this massive restructuring
and comprehensive change of the educational system. However, reform policies,
though mandated by law, are not always implemented as planned (Goodlad, 1990a,
1990b; Sarason, 1990; Cuban, 1990; Fullan & Miles, 1992; Clark & Astuto, 1994;
Fullan, 1998; Darling-Hammond & McLaughlin, 1995; McLaughlin, 1998; Hoban,
2002). Taking into consideration the context of the current reform program
undergoing in Thailand now, it is safe to say that most policies, particularly those
related to the use of teaching portfolios as an aspect of the reform innovation, are
brought to the attention of the schools and teachers in a top-down manner (see details
in Chapter Two). Teachers have had so far little to say in the development of the
policies. They have been informed about the expected results of the policies in what
and how they are to implement those policies, along with standardized and specific
instructions and deadlines.
With the upcoming deadline of the reform plan set for the year 2007, reports have
already revealed some difficulties and problems in the attempts of the government to
change teachers’ practices (UNESCO-PROAP, 1999; Office of Education Reform,
2001; Pillay, 2002; Atagi, 2002; Research Division, 2002). As the campaigns on the
learner-centered approach which were sponsored by the ONEC emphasized “stop
rote memorization without thinking or asking questions”, many teachers remained
unclear about their new roles as facilitators of the learning process towards students’
exploration, collaborative works and authentic assessment. Atagi (2002) reported a
gap in policy interpretation and implementation between what is intended in the
reform and what is accepted. Those responsible for teacher training and development
have not been provided the necessary leadership to properly implement the reform
policies. In general, principals and administrators, both local and central, do not have
the skills to facilitate the teacher-learning process or to provide the much needed
training on the new teaching and learning approaches. Moreover, teachers and
educators do not routinely participate in international learning communities and
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therefore are not familiar with wider innovative researches or practices in teacher
development. Thus they lack the necessary level of knowledge, skills and practice to
interact in an emerging knowledge-based society.
Pillay (2002) reported that very little work has been done in planning, developing and
delivering in-service training for teachers in the teaching and learning methods
prescribed by the reform law. Furthermore, Pillay (2002) recommended that the
Ministry of Education should adopt a more supervisory and coordinating role as it
appears that there is still a mindset of control among the Ministry officials and staff.
The policy implementation should emphasize more the inspection of teachers’ work
or an institution’s capacity and not on setting the detailed and transparent guidelines
for teachers and institutions to use as a basis of their action plans and for reporting
their annual performance.
However, these reports on problems in relation to the reform policies and their
implementation are not the final verdict on the efforts of the government and other
stake holders. Change is after all a process and speculations on related issues must be
considered on a continuous basis as the periphery of reform evolves.

Teachers and educational change
Educational change depends on what teachers do and think—it’s as simple and
as complex as that (Sarason, 1982, p. 193.)
There has been a considerable amount of literature on educational change over the
past few decades, ranging on their rationale, strategies and various areas where
changes are expected. Samples of studies include major changes, minor changes,
curriculum change, administrative or management changes, innovations and education
reform on different scales (Hargreaves, Lieberman, Fullan & Hopkins, 1998).
However, the theories of educational change can be benchmarked by the governing
ideas of how changes can be most effectively adopted and how they can be best tuned
in with teacher learning. Hoban (2002) summarized the development of these theories
of educational change over the last 40 years by presenting the following figures on
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how the approaches have moved from a one-step linear process to a linear concernsbased process of teacher learning, to a more multifaceted approach (pp.13-21).
Innovation arrival

Teacher use

Teacher change

Figure 3.1. A one-step linear approach for educational change
The one-step linear approach, which was commonly the practice of many teacher
development programs during the 1960’s and 1970’s, is governed by the technical
view of professional development. Teachers are viewed as technicians and
innovations can be adopted by the traditional training staff development model where
teachers will get instructions of what they are expected to do in content-based
workshops. Though this one-step linear approach may offer certain advantages, there
are also a number of limitations and loopholes in this technical view of professional
development, which is similar to what Schon (1987) proposed as the notion of singleloop learning. Among the advantages are that teachers will be provided with new
content about practice or theory unknown to them before, and that these content-based
workshops are quite convenient and economical and do not require much time.
Moreover, if the content is rather simple and somewhat related to the teachers’
existing beliefs and practices, these workshops can actually facilitate teacher learning
and provide them as well with opportunities to meet their colleagues from other
schools.
Fullan (1992) pointed out several of the limitations of this one-step linear approach as
ignoring the differences in the school contexts among the participants, and assuming
that teachers would find the content clear and interesting for them to understand and
fully adopt into their practices.
Personal concerns

Task concerns

Impact concerns

Figure 3.2. Linear process of the Concerns Based Adoption Model
Figure 3.2 depicts the change in the approach when the one-step linear approach to
teacher learning fails to deliver real changes in teaching practices. Fullan (1982)
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proposed this linear process with the underlying assumptions that change is a process
not an event, and is highly personal. Although this model may offer more autonomy
to teachers as the primary focus of intervention for change in the classroom and takes
into consideration more their self-oriented concerns, it assumes that innovations are
simple and ignores the fact that innovations can be multidimensional and teachers can
be concerned over other aspects as well (Hoban, 2002). In brief, this model is far too
individualistic, thus ignoring the other factors influencing teacher learning and the
chances of innovation adoption, such as social context and cultural differences.
In the 1980’s after the unsuccessful efforts for educational change with these linear
models with the attempt to control the change process, a multifaceted approach was
proposed. Fullan (1982) proposed that for any change to be successfully planned and
implemented, it is necessary to have a combination of factors to create supportive
conditions. Change processes happen in different phases that are independent from
one another and with different factors operating in each phase. However, this
approach is still dominated by the assumptions that teachers are technicians and that
by identifying independent components of educational knowledge and skills,
education change can occur as teachers adopt new ideas into their existing beliefs and
practices.
In summary, the recurring theme in the 1990’s in educational change is the focus on
the complexity view of how the interconnected elements involved in teaching and
learning have a dynamic effect on one another (Hoban, 2002). These elements include
influences related to the institutions and the personnel involved in the
multidimensional and complex process of change, such as the government and local
agencies, school administrators, community leaders, and teachers and learners
themselves. Often discussed are the influences of politics, both external and internal
to a school, school context, culture, leadership and structure on the teachers’ lives,
work and learning (Fullan, 1982; Fullan & Hargreaves, 1996a; Huberman, 1988,
1993; Fink, 2000; Smyth, 1992; Putnam & Borko, 2000; Hoban, 2002).
Thus, it is worthwhile to explore how changes, particularly mandated ones, are
interpreted by teachers and what they really mean to them. In this study, the chosen
unit of analysis in the research is the teachers with the focus on their use, perceptions
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and beliefs associated with their experiences with teaching portfolios and related
changes in the beliefs about their practices. The emphasis of the study thus is placed
on the issues related to the teachers’ learning and development in the context of
change. Many studies conducted on teacher change and teacher development (Burden,
1990; Huberman, 1989, 1993; McLaughlin & Talbert, 1990) proposed two types of
factors influencing teachers’ changes in the development process as follows:
-

personal (cognitive, career, and motivational development), and

-

contextual factors (society, community, school system, school culture,
collegiality and classroom).

Teachers’ beliefs
Among the personal factors deemed most influential is motivational development,
particularly the teachers’ belief system. Beliefs are believed to be essential for a high
level of motivation which is the strength of inner drive to achieve professional goals,
be those changes or growth. Definitions of beliefs are often associated with
psychological understandings, premises, propositions and attitudes. In brief, a belief
can be defined as a way to describe a relationship between a task, an action, an event,
or another person and an attitude of a person toward it (Eisenhart et al., 1988). Studies
have suggested that there exists a complex relationship between teachers’ beliefs and
actions (Harvey, Prather, White & Hoffmeiser, 1968; Green, 1971; Eisenhart et al.,
1988; Hollingsworth, 1989; Doyle, 1990). It is pointed out by Green (1971) that
teaching has to do with the formation of beliefs, not only what we shall believe but
also how we believe it. Teaching is an activity which has to do with, among other
things, the modification and formation of belief systems. Besides the influence of
beliefs on what and how students learn in teacher education programs (Calderhead
&Robson, 1991), another function of beliefs is extensively discussed in relation to inservice teacher development programs (Richardson, 1994). Beliefs that practising
teachers hold about subject matters, learning and teaching influence the way they
approach staff development, what they learn from it and how they change.
If beliefs are to play such a significant role in teachers’ teaching and learning
practices and their prospect of changing their actions, it is then worth trying to
understand where teachers’ beliefs derive from. Three forms of experience are
described as influencing the development of teachers’ knowledge and beliefs (Woods,
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1984; Goodson, 1992; Bullough & Baughman, 1993). They are the experiences that
took place in different stages of the teachers’ educational career:
-

Personal experience: Included in this category are aspects of life in the course
of one’s formation of world view, intellectual and virtuous dispositions, and
beliefs about self as related to others and various forms of personal,
interpersonal and cultural understandings, particularly on relationships
between schooling and society.

-

Experience with schooling and instruction: Included in this category are
individual experiences as students, previous experiences as teachers and
conceptions of the roles of teachers gained through observation of model
teachers and classroom experiences.

-

Experience with formal knowledge: Included in this category are the forms of
understandings which are agreed upon by a community of scholars as true and
valid. In particular, formal knowledge refers to the conceptions of school
subject matters and how they are learnt, and pedagogical content knowledge
and how teachers perceive their practice of teaching.

Many studies have been conducted on the influence of beliefs in learning to teach and
teaching (Richardson, 1996) and they all pointed out the importance of understanding
the pre-service and in-service teachers’ beliefs, particularly in the process of change.
Though there have been arguments concerning the teachers’ resistance to change and
the possibilities of change in their beliefs and practices, many studies conceded that
teachers can actually change in significant directions or towards required goals
through the process of socialization and teaching experiences and through specific
education or staff development schemes (Zeichner & Tabachnick 1985; Richardson,
1994). Moreover, recent studies (Peterman, 1993; Freeman, 1993; Kelchtermans,
1993) confirmed that beliefs play an important role for practising teachers in the
process of change and that they can change their beliefs, and consequently their
practices, after their experiences through staff development programs. In-service
teachers have been found to change their beliefs and classroom practices after going
through some staff development programs which are geared towards the constructivist
perspectives of teaching and learning. Furthermore, it is reported (Richardson, 1996)
that staff development programs with the constructivist approach to the teaching and
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learning process have proven successful in engaging their participants in examining
and changing their beliefs and practices.
The following characteristics are also proposed from an analysis of those successful
staff development programs with the constructivist approach (Richardson, 1996):
1. The participating teachers’ beliefs and understandings are a major element of
the content of the process.
2. The goal of the process is not to introduce a specific method or curriculum to
be implemented by the teachers. Instead, the goal is to facilitate conversations
that allow the participants to understand their own beliefs and practices,
consider their alternatives and experiment by themselves the new beliefs and
practices.
3. Considerations of the moral dimensions of teaching and schooling must be a
part of the conversations about beliefs and practices.
4. During the course of the discussion process, there must be a shift from the
domination by staff developers or school administrators toward the teachers’
control of the agenda, process and content.
5. A collaborative process must be facilitated to allow the teachers to recognize
and value their own expertise, not limiting the role of the expert to the staff
developers only.
6. Staff development programs are on long-term basis and in the process it is
expected that the teachers are to change at the different rates.
Based on the studies and suggestions on how beliefs influence teachers’ teaching and
learning practices and changes, it is understandable why the reform movements in the
context of Thailand have been geared towards constructivist perspectives in a great
many ways. However, the policies and plans included in this reform scheme are yet to
be tested by the complexity of the situations and circumstances involved in the
process of such a large scale and crucial change. Careful considerations on other
conceptions associated with the process of change in teachers’ teaching and learning
practices, particularly through the assessment and development programs and
activities, are deemed most important in judging the success of our reform efforts.
Some of the focal points included in this study are the issues which are found to have
certain degrees of significant influence in the preliminary investigation of the study.
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Mostly, they are those related to conceptions of teacher learning and professional
development; namely, life and career cycles, gender and collegiality.
Life and career cycles
In relation to teacher learning and development in the context of change, many studies
confirm the importance of the understanding of their development of life and career
cycles for the success of change processes. Studies (Ball & Goodson, 1985;
Huberman, 1988; Goodson, 1992) show that teachers of similar age and sex share
similar experiences, perceptions, attitudes and concerns. Furthermore, their
motivation and commitment develop or change in a predictable pattern as they
advance in years. Aspects of this conceptualization of teachers’ life and career cycles
are reported to be common to teachers working in different education systems in
different countries and at different times.
It is thus very important to recognize the life and career cycle experiences of teachers
to work out appropriate schemes for their professional development.
There have been studies conducted on the influence of teachers’ life cycles on their
susceptibility to change (Sikes, Measor & Woods, 1985; Huberman, 1988 and 1993).
Given the situation of an aging workforce in the Thai context (ONEC, 2000, 2002),
careful considerations should be given to these studies of older and experienced
teachers. Similar findings from these studies suggest that teachers are more receptive
to change between the ages of 37 to 40and their resistance usually begins after the age
of 40. It is during these years (37 to 40 of age) that they experience a phase which can
be at least as traumatic as the adolescent years. It is normally during this phase that
they judge the success of their lives based on the career established during their 20’s
or 30’s, and their personal and family identities. In the meanwhile, teacher burnout is
believed to happen when they reach their 40’s. Other psychological development
theories related to teachers’ career paths are as well worth noting. Leithwood (1996)
offered a synthesis of three distinct and independently substantial strands of
psychological theories (Loevinger, 1966; Kohlberg, 1970; Hunt, 1966) concerning
teachers’ career cycles to help shed light on how teachers perceive and adopt changes
in different professional stages. The synthesis is presented in the following figure
(Figure 3.3).
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Taking into consideration the focus of this study on how portfolios are used and
perceived and their impact on the teachers’ teaching and learning practices, it is
important to take a close look at how the teachers’ career experiences in various
professional stages and age groups affect their development of professional expertise
and susceptibility to change.
Based on the studies conducted on the conceptualization of career cycle development
(Huberman, 1988 and 1993; Sikes et al., 1985) and the synthesis presented by
Leithwood (1996), teachers’ life and career cycles can be categorized into five stages
as their professional expertise and development are influenced by their experiences in
the teaching profession and different phases of their life.
1. Launching the career (1-3 years): Survival and discovery
Going through the first several years of their teaching profession, new teachers are
likely to perceive their classroom experiences and some culture shock from their
new roles and responsibilities as either positive or negative. How these
experiences are perceived greatly depends on the perspectives of other staff in the
school, their relationship with the students, their own sense of instructional
mastery and classroom management, and their initial enthusiasm. Overloaded
assignments, anxiety, feelings of isolation and problems with difficult students can
rule off this stage as a painful beginning for the new teachers.
2.

Stabilizing (4-6 years): Commitment and mastery

This stage normally begins with the teachers having made a deliberate
commitment to the teaching profession and permanent work contracts signed. At
this stage, teachers become more self-assured and act more independently. They
feel more at ease with their instructional mastery and well integrated with their
peers. They often seek greater responsibilities through promotion and participation
in change efforts.
3. New challenges and concerns (7-18 years): Experimentation and activism
Teachers at this stage are often those between the ages of 30 to 40; their physical
and intellectual energy along with their life experience during these years are
deemed most substantial. Some may focus all their energy on the development of
their professional expertise by actively trying new instructional methods and
seeking professional stimulation beyond their classrooms. Others may choose to
strive for the advancement of their career such as working towards promotion to
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higher administrative roles or appointment to central or national offices. However,
there may be others who tend to reduce their professional commitments and even
look for other career options at this stage as a result of negative experiences and
low achievements.
4. Reaching a professional plateau (19-30 years): Conservatism and criticism
Teachers at this stage are identified as those between the ages of 40 to 55 which
for some can be a traumatic period in life. With their sense of mortality sharpened
by being surrounded with young students and new teachers of the same age as
their children, they normally go through the process of reappraising their
successes and failures in life. Some may choose to refrain from any career
ambition and simply enjoy their teaching roles and a renewed commitment to
school improvement or innovative projects. On the other hand, others may instead
become bitter and cynical about any professional growth or innovations.
5. Preparing for retirement (31-40 years): Serenity and bitterness
Teachers in this category are those in the final stage of their career; however, this
group of teachers may behave quite differently from one another. Some may focus
their interest on specializing on something they do best about teaching or other
personal and professional interests. Some may take a more defensive approach
towards their pursuits of specialized knowledge and skills as they exhibit a less
optimistic and generous attitude towards their past experiences with change,
students and peers. The last group in this category is sometimes labeled as
disenchanted as the teachers are bitter about their past experiences with changes
and the administrators or agents involved. In the worst-case scenario, these
teachers may become a source of frustration for new-comer teachers and troublemakers in any change efforts.
Gender issues
According to their synthesis of recent studies of the differences between males and
females of various age groups in relation to their intellectual capabilities or academic
abilities, Sprinthall, Reiman & Thies-Sprinthall (1996) conceded that there was no
evidence of any differences between them in any studies across various age groups or
specific abilities. Some studies hinted at findings as biased against women and are
ruled out as being male-oriented and lacking sufficient support and evidence. In both
academic and general areas, findings of the studies on gender issues yielded similar
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conclusions of no gender differences (Rest, 1986; Walker, 1986 and 1991; Case,
1992). It is, however worth investigating whether similar results will prevail in the
context of the Thai education system where the majority of the teaching profession is
female.
Collegiality as related to the change process
Among the contextual factors affecting the outcomes of educational change,
particularly changes in teachers’ beliefs and practices, school culture and other
relevant propositions such as leadership, sub-culture values and norms and issues
related to teachers’ interpersonal relationships, play crucial roles in determining the
success of any change efforts. However, taking into consideration the scale and focus
of this study, such external factors will be looked at only in terms of the
conceptualization of collegiality. The focal points to be considered include the roles of
school administrators and supervisors, and the involvement and collaboration of
individual teachers and peers in the implementation of change policies.
The notion of collegiality is still deemed as hazy, ill-defined and open to multiple
interpretations, despite some large-scale and longitudinal studies conducted (Little,
1987, 1990; Campbell & Southworth, 1992; Nias, 1987; Darling-Hammond &
McLaughlin, 1995; Hargreaves, 1993; Harris & Anthony, 2001)). Concrete definitions
are never provided as it is mostly defined as teachers working together; thus,
collegiality can mean different things in different schools and among different
colleagues. However, positive norms and conditions have been found in relation to the
notion of collegiality. Lieberman (1986) stated that schools cannot be improved
without people working together. Little (1987) noted that by working closely and
collaboratively with peers, teachers eventually derive instruction range, depth and
flexibility. Later Little (1990) further noted that collegiality has come to be viewed as
a critical feature of effective development efforts:
Collegiality advocates have imbued it with a sense of virtue – the expectation
that any interaction that breaks the isolation of teachers will contribute in some
fashion to the knowledge, skill, judgment, or commitment that individuals bring
to their work, and will enhance the collective capacity of groups or institutions
(p. 509.)
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This structure of group work in collaborative fashion also enables teachers to attempt
either curricular or instructional innovations or changes they would probably not try
as individuals. Working with colleagues also helps teachers to shape their
perspectives on their tasks and practices and reduces for them a degree of the
uncertainties related to any change efforts. On the other hand, questions and doubts as
related to the advantages of collegiality are raised (Nias, 1987, 1989; Hargreaves &
Dawe, 1989; Campbell & Southworth, 1992; Hargreaves, 1993; Huberman, 1993) on
various issues associated with the individual sense of privacy, time required for
meaningful meetings and workshops, roles of those involved in group work, and the
nature of the collaboration or group among peers. Nias (1987) pointed out that
collegiality can only be beneficial when the teachers’ collaboration or group work
have acquired certain characteristics. To be fully effective as change agents, groups
must be big enough to provide a diversity of views but small enough to give everyone
a chance to be heard. Members must have shared goals and be mutually supportive of
one another and they must be ready to take full responsibility for their actions and for
their ideas. They must stay and work as groups long enough and meet often enough
for any change efforts to succeed. The nature and conditions of “contrived”
collegiality (Hargreaves & Dawe, 1989; Hargreaves, 1993) as opposed to what was
meant by true collegiality was proposed as a form of collaboration which may not
create empowerment but instead bring about enticement. Besides the constraint of
time, school politics and micro politics within the groups can pose problems as
collegiality is often deemed likely to reduce the autonomy of individual teachers as
well as administrators. Besides, teachers and administrators alike are already juggling
their time and work schedules to meet deadlines with the burden of their routine tasks
as well as numerous innovations introduced or prescribed to the schools.
In regard to other reform-related issues focused on in this study, it is worthwhile to
look closely at some of the underlying concepts and principles behind the reform
policies and certain aspects of chosen schemes. The principles underlying the reform
movements, discussed earlier in Chapter Two, are strongly influenced by the
emerging constructivist philosophy in education (Kaewdaeng, 1998) with the focus on
the learner-centered approach suggested by UNESCO (Delors, 1996) and the concept
of authentic assessment. Thus the learner-centered approach in teaching and learning
is emphasized in many schemes of the reform, particularly the reform of teachers and
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the learning reform. Moreover, the quality assurance system required by the Act puts
much emphasis on authentic assessment at all levels.

Authentic assessment in the quality assurance scheme
In Chapter 6 of the National Education Act of 1999, it is stated that there shall be a
system of educational quality assurance to ensure improvement of educational quality
and standards at all levels; and such a system is to be comprised of both internal and
external quality assurance. According to the Act, the ONESQA proposed the new
quality assurance system which is made up of quality assessment and quality audit.
While the quality assessment by authorized agencies in the external audit will be in
the charge of the ONESQA, the internal will be the responsibility of the parent
organizations and under the supervision of the Ministry. The ONESQA is responsible
for the development of criteria and methods of external evaluation and the evaluation
of educational achievements in order to assess the quality of institutions, in
accordance with the objectives and principles and guidelines stipulated in the Act. The
schools, responsible to establish a quality assurance system in their institutions as a
part of their administrative system, are required to prepare annual reports for the
inspection of the officials and agencies authorized by the ONESQA and approved by
the Ministry. Schools administrators, teachers and all educational personnel, are
therefore required to prepare the evidence of their performance and plans in the forms
of self study reports (SSR), self assessment reports (SAR) and portfolios for the
required internal audit on an annual basis and the external audit committees or
agencies as required by the ONESQA.
The aim of the establishment of this new quality assurance system is to help reinforce
the school administrators and teachers in general to improve their practices in
attempting to adopt and implement the reformed teaching and learning strategies as
prescribed. Within the internal and external audit policies and procedures, the
ONESQA prescribes the performance indicators for each standard of measurement as
their guidelines towards the implementation of the learner-centered approach. This
new method of quality assessment and audit is believed to influence instruction in
classes and management of schools and educational institutions towards the desired
outcomes of the reform.
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The underlying concept of the quality assurance scheme to ascertain the quality of
Thai education and educational institutions at all levels derives mainly from a
constructivist paradigm of authentic assessment (Zessoules & Gardner, 1991; Tellez,
1996; Murphy, 1997; Oxford, 1997). With the changing contexts of education,
schooling system and teaching with the emphasis on the learners, new ideas and
concepts of assessment have emerged. Among those proposed is the concept of
authentic assessment which seeks to capture the complexity of professional practices
of teachers. Authentic assessment refers to those assessments of practice that emerge
from context-sensitive understandings of pedagogical and personal principles that
underpin the teaching (Tellez, 1996). It is proposed to promote an examination of the
deeper meaning of practice and assumptions behind teaching practices when teachers
and teacher educators understand their work and their roles as members of a complex
profession. It is as well suggested (Zessoules & Gardner, 1991) that authentic
assessment meets four criteria not typically associated with other assessment
concepts. Firstly, it nurtures complex understandings. Secondly, it helps to develop
reflection as a habit of the mind. Thirdly, it documents teachers’ evolving
understandings; and lastly, it uses assessment opportunities as a moment of learning.
There have been numerous evaluation methods associated with authentic assessment
of teachers such as performance-based assessment, self-assessment as narrative and
portfolio assessment. The use of teaching portfolios has emerged as a form of
authentic assessment, not because its form differs from so-called traditional
assessments, but because it has been supported by many studies and proponents that
portfolios represent and articulate, through various meaningful media, crucial
elements of teachers’ work as they prepare their own documents in their individual
portfolio files. With much consideration on issues related to its use in teacher
assessment, it is noted that the primary benefit of teaching portfolios is their
contextual sensitivity to teaching and consideration of the personal histories of
teachers (King, 1991; Wolf, 1991; Collins, 1991).
Teaching portfolios for performance assessment and professional development
The use of portfolios for performance assessment of teachers as a part of the Thai
quality assurance scheme is deemed to have dual benefits. There are expectations that
this novel practice will help shift the focus of promotion and supervision criteria from
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the traditional system which rewards conformity, to a new system which focuses more
on good teaching practices. On the other hand, as teaching is considered to be a
lifelong learning profession, many educators and teacher trainers view the
development of teaching portfolios as a potential tool for on-going professional
development of in-service teachers (Edgerton et al., 1991; Seldin, 1993; Zubirarretta,
1994; McLaughlin & Vogt, 1996; Wolf, 1996a, 1997b, 1998; Wolf et al., 1997;
Murray, 1997; Groundwater-Smith, 1999; Campbell et al., 2001).
In the context of Thailand, the development of teaching portfolios can be very
beneficial as a fusion of product and process. Teaching portfolios as the product can
serve as the document and evidence for teachers’ self-directed and authentic
assessment for the practical purposes of appointment, promotion and licensure; as a
process, they promote teacher learning as teachers go through various stages of
portfolio construction (Chamornmarn, 1997, 1998; Moonkham, 1998, 2001;
Sirimahasakorn, 2002; Tantiwongse, 1998).
Portfolios can be found in various professions and scenarios. In education, portfolios
can be categorized into four types based on their purposes and characteristics
(Murray, 1997; Edgerton et al., 1991; Sirimahasakorn, 2002).
Presentation portfolio:
-

Purposeful collection of artifacts and evidence, resume, representation of
accomplishments, learning, strengths and expertise.

-

Commonly used for evaluation, proof of growth and development.

Working portfolio:
-

Collection of assignments, artifacts and other evidence that fulfills prescribed
competencies, standards, or outcomes.

-

Commonly maintained to track growth over time, often used as a keeping
place for evidences that might be used for other purposes, designed for a
specific purpose to evaluate program, curriculum development, research, etc.

Learner portfolio:
-

Envelope of the mind, a reflection of knowledge, experiences, and feelings
that provide framework and process for learner to focus on learning, collect
artifacts, and evidence and describe learning outcomes.
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-

Commonly focused more on helping the owner to collect evidence and
artifacts to document a specific learning target, demonstrate growth over time
and progress toward a specific target or learning goal.

Professional development portfolio:
-

Combination of working and learner portfolio with the learner making
decisions about focus and design for learning, providing teachers with
framework for initiating, planning and facilitating.

-

Commonly designed to help the owner-- teachers--to make decisions about
focus and design for learning, enabling the teachers to determine the areas in
which growth is most needed and ways to address those needs, as well as to
continuously reflect upon practice in an effort to continually improve it.

In this study, we will focus on only the last category which is often referred to as
teaching (teacher) portfolios in education. As a part of the quality assurance scheme
with the underlying concept of authentic assessment, teaching portfolios have become
one of the main tools to achieve the goals of education reform in Thailand,
particularly the reform of teachers and the learning process.
Definitions of teaching portfolios are voluminous as the term has become a buzz word
in teacher education and assessment for over a decade now. Discussions and
suggestions of their usefulness not only as a tool in teachers’ performance assessment
but also an effective means for their professional development abound (Shulman,
1988; Richert, 1990; Edgerton et al., 1991; Lichtenstein et al., 1992; Seldin, 1993;
Zubizarreta, 1994; Wolf, 1998; Murray, 1997; Wenzlaff, 1998; Campbell et al.,
2001). In general, a teaching portfolio refers to a purposeful and selective collection
of documents which
-

a faculty member or teacher organizes as details of his/her teaching efforts and
accomplishments;

-

is self-directed as it reflects the owner’s individuality and autonomy; and

-

emphasizes the demonstration of excellence (Murray, 1997; Zubizarreta, 1994,
Wolf, 1998; Campbell et al., 2001).

Tarnowski, Knutson, Gleason and Songer (1998) described the three areas of
competency that need to be illustrated in a teaching portfolio as professional

Review 55
development, teaching abilities and personal/professional attributes. In highlighting
their professional development, teachers are provided with the opportunities to
describe their teaching philosophy, the ways they evaluate their teaching, the goals
they set for their students or their courses, and their abilities to collaborate with other
professionals. Sharing evidence of their teaching competencies allows others to gain
insight into their communication skills, knowledge of subject matter and familiarity
with appropriate pedagogical techniques. They are also given the opportunities to
share their understanding about the assessment strategies, management techniques and
child or adolescent development. Lastly, their personal attributes can be meaningfully
described as they document their ability to reflect on their own teaching practice,
leadership and organization skills, co-curricular and extracurricular involvement and
other related work experiences. Thus, portfolios can as well serve as the teachers’
tools for learning as they develop the stories of their beliefs, practices, achievements
and goals. In brief, the reasons for keeping a teaching portfolio (Seldin, 1993; Wolf,
1998; Klenowski, 2002) often include:
1. To become a more effective teacher and improve learning as the portfolio
development process and experiences provide a structure and opportunities for
self-reflection and discussions with others based on documented episodes of
teaching.
2. To apply for and receive credits for effective teaching or awards for
outstanding achievements or master level certifications.
3. To apply for and obtain a certificate, license, position, and promotion.
Contents of teaching portfolios can include a wide range of what, how and why
teachers believe and do things they do in their classrooms. Considerable examples are
given by various experts in the field (Murray, 1997; Braskamp and Ory, 1994; Seldin,
1993; Edgerton et al., 1991). What are commonly included in teaching portfolios are
summarized as follows:
1. Personal data.
2. Philosophy of education.
3. Roles, responsibilities and goals.
4. Methods of teaching.
5. Methods of assessing students’ works and learning.
6. Peer and student evaluation .
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7. Evidence of ongoing study of educational theories and methodology.
8. Evidence of development of innovations in teaching.
9. Evidence of professional achievements or recognition of teaching expertise.
10. Evidence of contributions to the learning community.
Besides documents and artifacts on personal data, examples of possible items to be
included in a teaching portfolio (Braskamp & Ory, 1994) can be summarized as
follows:
1.

Roles, responsibilities and goals

-

a statement about teaching roles and responsibilities

-

a reflective statement about teaching goals and approaches

-

a list of courses taught

-

a list of clinical teaching assignments

-

number of advisees

2.

Course materials

-

syllabi

-

course descriptions with details of content, objectives, methods, and procedures for evaluating
students’ learning

-

reading lists, assignments, cases

-

descriptions of uses of computers or other technology in teaching

-

non-print materials and how used

3.

Documentation of students’ learning

-

graded assessments, including pre- and post-tests

-

students’ lab books or other workbooks with written feedback

-

students’ papers, essays, or creative works with written feedback

-

publications authored by students

-

records documenting students’ work at co-op, intern sites, etc.

-

videotape of student interviews

-

written feedback to teachers from supervisors of clinical, intern, co-op, etc., sites

4.

Evaluations of teaching

-

summarized student evaluations of teaching, including response rate and students’ written
comments and overall ratings

-

results of students’ exit interviews

-

letters from students, preferably unsolicited

-

comments from division head or chair with first-hand knowledge of the individual’s teaching

-

letter from colleagues who have reviewed the individual’s instructional materials

5.

Contributions to institution or profession

-

service on teaching committees

-

development of student apprenticeships
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-

assistance to colleagues on teaching

-

reviews of forthcoming textbooks

-

scholarly publications in teaching journals

-

work on curriculum revision or development

-

evidence of having obtained funds on equipment for teaching labs, programs

-

provision of training in teaching for students or residents

6.

Activities to improve instruction

-

participation in seminars or professional meetings on teaching

-

design of new courses and clerkships

-

use of new methods of teaching, assessing learning, grading

-

research on teaching, learning, assessment

-

preparation of a textbook, courseware, etc.

-

description of instructional improvement projects developed or carried out

7.

Honors or recognition

-

teaching awards from department, school

-

teaching awards from profession

-

invitations based on teaching reputation to consult, give workshops, or write articles on
teaching

-

requests for advice on teaching by committees or other organized groups

The use of teaching portfolios to document teachers’ performance for dual purposes,
both assessment and development, has long been supported and suggestions of their
benefits and various outcomes are extensive
.
Edgerton, Hutchings and Quinlan (1991), defining a teaching portfolio as a structured
collection of evidence of a teacher’s best work that demonstrates a teacher’s
accomplishments over time and across a variety of contexts, state that teaching
portfolios have a special power to involve the teachers in reflection on their own
practice. In promoting the use of portfolios for teachers’ professional development,
they pointed out that teaching portfolios can:
1. capture the complexities of teaching;
2. place responsibility for teaching evaluation in the hands of teachers; and
3. prompt more reflection and improvement, and foster a culture of teaching and
new discourse about it.
Shulman (1988) contends that teaching and learning are dynamic processes and the
teacher has a personal as well as a professional history. The teacher makes
adjustments, develops and learns during the process of teaching. The portfolio
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provides the contexts and personal histories of real teaching and makes it possible to
document the development of both teaching and learning over time. Many others also
agree on the use of teaching portfolios to reflect on the richness and complexity of
teaching and learning (Richert, 1990; Edgerton et al., 1991; Lichtenstein et al., 1992;
Seldin, 1993; Zubizarreta, 1994; Retallick & Groundwater-Smith, 1996; Wolf, 1998;
Murray, 1997; Wenzlaff, 1998; Campbell et al., 2001).
Richert (1990) reported that portfolios helped student teachers to remember classroom
events more fully and accurately, and focused their reflection on content and contentspecific aspects of their teaching. Wenzlaff (1998) confirmed that portfolio
development provides the vehicle for pre-service teachers to reflect on their beliefs
about teaching and learning. The process of reflecting on the many elements involved
in developing a portfolio helps pre-service teachers develop the habit of being
reflective, an approach to problem solving and decision making and a basis for
making evaluative judgments which research suggests contribute strongly to being an
effective teacher. Lichtenstein et al. (1992) found that portfolios created a need for
student teachers to systematically examine their practice, encouraged them to gather
information on their practice, their students, and their schools, and created a
meaningful context in which to link the university and its research-based knowledge
with the classroom and its practical demands.
Wolf et al. (1997) further supported the dual benefits of portfolios as a tool for
performance assessment as well as a vehicle for teacher learning. According to them,
teaching portfolios are increasingly popular tools for both evaluation and professional
development. Proponents of teaching portfolios contend that they present authentic
views of learning and teaching over time as they offer a more complete and valid
picture of what teachers know and can do. Moreover, they believe that portfolios
promote professional development by providing teachers with a structure and process
for documenting and reflecting on their practice.
Proponents of the use of portfolios as a tool for performance assessment often justify
their choices by pointing out the variety of sources of evidence included and used and
this is seen to be essential in avoiding arbitrariness and bias in the decision-making
involved in promotion or appointment procedures (Seldin, 1993; Lyons, 1998; Green
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& Smyser, 1996; Campbell et al., 2001; Bull, Montgomery, Coombs, Sebastian &
Fletcher, 1994; Retallick & Groundwater-Smith, 1996). The use of portfolios as a
tool of performance assessment is also considered to be politically correct and of great
help in avoiding bureaucratic approaches which can be based solely on the opinions of
those in higher position or ranking (Green & Smyser, 1996). Campbell et al. (2001)
proposed that teaching portfolios supplied baseline documentation for ongoing
assessment and evaluations and helped school administrators and principals transfer
their roles from critics or judges to coaches and education partners. Bull et al. (1994)
reported on a survey of elementary and secondary teachers and administrators on the
usefulness of teaching portfolios in teacher appointment and evaluation. Portfolio
assessment was perceived as being a positive addition to the appointment process. In
particular, teachers favored the uniqueness, empowerment and self-evaluative control
involved in portfolio assessment when used for evaluation. Green and Smyser (1996)
also reported from their study that portfolios provided an effective supervisory
method as well as a powerful staff development practice.
Retallick and Groundwater-Smith (1996) proposed that a portfolio approach as a part
of quality assurance to legitimate and accredit teachers’ workplace learning would
enhance the professional culture of teaching. Furthermore, it may also encourage the
use of portfolios for other purposes where the systematic documentation of extended
professional learning could help to improve teaching and student learning outcomes
(p.10). In relation to the use of teaching portfolios for assessment purposes, Lyons
(1998) described the potential of portfolio use as follows:
Portfolio assessment systems hold out standards of rigor and excellence, require
evidence of effective learning, foster one’s own readiness to teach, to author
one’s own learning, make collaboration a new norm for teaching, creating
collaborative, interpretive communities of teacher learners who can interrogate
critically their practice and uncover and make public what counts as effective
teaching in today’s complex world of schools and learners (p.6.)
Lyons also warned of the tensions associated with the implementation of new forms
of assessment such as the use of teaching portfolios in policy contexts which are
dominated by bureaucratization and traditional assessment approaches based on
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scales, measures and grades. Seldin (1993) and Brown & Wolfe-Quintero (1997)
pointed out the same cautions and, though there have been various methods suggested
for portfolio evaluation, it appeared that at that stage few had been highly developed.
Problems associated with the evaluation of portfolios and the justification of their
functionality as a fair and comprehensive tool in performance assessment are pointed
out by Edgerton et al. (1991). The common methods now are the formal point-score
rating-type systems and the more holistic impressions as discussed among committee
members. The first type runs the risk of “turning the evaluation of portfolios into a
mechanical task”, while the second runs the risk of bias as not all portfolios are
judged by the same yardstick and decisions may be taken on the basis of the opinions
of the more powerful or most forceful members in the committee. In summarizing the
problems and advantages of both types of evaluation methods, Webbstock (1999)
pointed out that the rating-type systems do offer some advantages, as they can be very
detailed and they can be perceived as applying the same, explicit measures for all and
as relatively easy for committee members to use. However, the following problems
may also occur:
1. If criteria are too narrowly specified, this can result in candidates’ submissions
“conforming to specifications”, which can obscure the real strengths of a
teacher.
2. Committees using rating-type systems can focus on technicalities, and can
easily become reductionist in their application of the criteria, losing
perspective of the whole teacher and their activities which a portfolio is
designed to present.
3. Where rating-type systems are used it may be difficult to agree on which items
to include and on how to weight them.
For the more holistic, open-ended evaluation relying on committee decision,
Webbstock (1999) pointed out that the disadvantages are:
1. Not all aspects of a person’s teaching profile may be given due consideration.
2. The loudest voices on a committee may prevail, leading perhaps to arbitrary,
inequitable and biased decision-making.
3. Where different measures are implicitly being used, it becomes difficult to
compare candidates’ performance against a norm or a criterion.
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On the other hand, the advantages for this open-ended evaluation are proposed as:
1. Committees are more likely to take a holistic view of a candidate’s teaching
effectiveness.
2. Such a method allows more scope for interpretation and taking extenuating
circumstances or context-bound situations into account.

Teaching portfolios in the context of Thailand
Studies have been conducted to further refine policies and procedures in the use of
teaching portfolios in the context of education reform in Thailand (Chanthasiri, 1997;
Thongkhamplew & Manoonphol, 1998; Chamornmarn, 1997, 1998; Thongthew,
1998; Moonkham, 1998, 2001; Sirimahasakorn, 2002; Tantiwongse, 1998).
Suggestions and recommendations are made on the adoption and implementation of
the policies concerning the use of teaching portfolios in an attempt to achieve the
goals of the reform of teachers and the learning reform.
Chamornmarn (1997, 1998) proposed that portfolios are becoming more and more
important in the educational system as we move towards the learner-centered
approach and adopt the authentic assessment concept. Besides the use of portfolios for
the evaluation of learners’ achievements, portfolios can be very useful for the
formative as well as summative evaluation of all educational personnel. In addition,
Moonkham (1998, 2001) promoted the use of teaching portfolios as a practical tool
for the appointment and promotion of teachers in schools and in the near future the
Teachers Civil Service Commission are to adopt the teaching portfolios as an
evaluation tool for all teachers who are civil officers for appointment and promotion.
Guidelines for the development of teaching portfolios include the following steps:
planning the portfolio project; collecting artifacts and documents; selecting; reflecting
on the selected works; assessing the works against established objectives or standards;
creating filing system; and presenting the completed portfolio (Moonkham, 1998,
2001).
Sirimahasakorn (2002) further contended that teaching portfolios are going to play an
important role as the evaluation tool in the performance assessment of teachers in the
internal quality assurance procedure mandated by the Education Act of 1999 as the
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portfolios will be the central evidence of their teaching performance and academic
achievement. He further added that teaching portfolios will be an essential tool in
applying for the future teacher licensure which is to be in force once the necessary
amendments in line with the National Education Act 1999 have been made.
Tantiwongse (1998) referred to the use of portfolios in teacher development
innovation as stemming from the concept of constructivism. Though as a teacher
trainer she foresaw a number of problems and difficulties in the use of teaching
portfolios as a tool for the evaluation of teachers’ performance and teacher
professional development, she still believed that it was worth doing as the portfolios
not only helped the student teachers learn the concepts and practices of constructivism
but also help practising teachers develop professionally.
Teaching portfolios and the related policies and procedure
Among the organizations and public bodies which adopt the use of teaching portfolios
in promoting the teaching profession and professionalism and working towards the
learning reform, are the Office of National Education Standards and Quality
Assurance, the Teachers Council of Thailand (Kurusapa), the Teachers Civil Service
Council, and the Office of National Education Commission. The following section
outlines how these organizations are implementing and overseeing the policies in
relation to the use of teaching portfolios.
Office of the National Education Standards and Quality Assurance
As the prime goal of the reform is to improve quality of the Thai education system as
a whole, a system of educational quality assurance is established as one of the main
strategies addressed in the Act of 1999 (see Chapter Two). The Office of the National
Education Standards and Quality Assurance drew up the policies and action plans for
educational institutions and personnel at all levels as a part of the educational
administration. Quality assurance is to be implemented by internal and external
evaluation in the audit processes. Traditionally, quality assurance in the Thai
educational system was done on a quantitative basis by taking into consideration the
numbers of students enrolled, rates of drop-outs and graduates, books in the library
and the physical space and facilities per student. With the new system, the Office of
the National Education Commission, an independent body, established the new
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standards for quality assessment and audit which require the preparation of documents
on the part of educational institutions and personnel. In response to this new quality
assurance system, teachers, faculty members, and administrators are to prepare their
reports or portfolios annually for internal audit and to be subject to periodical external
audit as required.
The standards for the quality assessment and audit for basic education (primary and
secondary) set by the ONEC and approved by the government (ONEC, 2000) as a part
of the quality assurance policy and procedure include the following:
1. Learners are morally sound, ethical and implanted with desirable values.
2. Learners obtain the knowledge and skills as prescribed in the curriculum.
3. Learners have the necessary skills to gain self-acquired knowledge, and they
are enthusiastic to learn and improve themselves on a continuous basis.
4. Learners obtain the skills needed for their future profession, and are equipped
with professional enthusiasm and positive attitudes towards honest
professions.
5. Learners are physically and psychologically healthy with good hygiene.
6. Learners have aesthetic appreciation and personal qualities in art, music and
sports.
7. Educational institutions have systematic organization, structure and operation
management to achieve the set institutional goals.
8. Educational institutions support relationships and collaboration with the
communities in educational development.
9. Educational institutions organize the teaching and learning process through the
learner-centered approach.
10. Educational institutions provide integrated curriculum suitable to learners and
their communities with the environment and instructional facilities conducive
to learning.
11. Learners are capable of analytical thinking and logical reasoning with
creativity and visionary insights.
12. Leaders or administrators of educational institutions possess good leadership
and effective managerial skills.
13. Teachers are capable of organizing effective teaching and learning process
through the learner-centered approach.
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14. There are sufficient teachers who are qualified for the teaching assignments
and responsibilities.
Besides these 14 measurement standards, the ONESQA prescribes the scope and
specific performance indicators for the external audit process of all educational
institutions and personnel. Though the details may slightly vary for institutions of
different levels and focuses, the scope for the quality assessment of educational
institutions includes the following:
1. Vision and mission of the institution
2. Plans for the development of educational quality
3. Teaching and learning: included are
-

learning environment

-

teaching strategies and methods

-

learning process

-

learners’ reactions and responses

4. Learners’ learning process, progress and outcomes: included are
-

curriculum development plans

-

learners’ products and achievements

-

assessment system

-

support system for the learning process

5. Management system
-

vision and mission

-

leadership and management

-

organizational structure

-

human resource development

-

participation and collaboration of those concerned

In 1997, the ONEC, with the assistance of specialists in the field of education
proposed five aspects of positive learning during the drafting of the Act of 1999. The
five aspects are as follows:
1. Happy learning
2. Participatory learning
3. Thinking process development learning
4. Aesthetic and character development learning: art, music, sport; and
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5. Moral values and character development learning: physical, verbal and mental
training (ONEC, 2000).
Along with these aspects of positive learning, the ONEC developed indicators which
are synthesized from them in regard to positive teaching and learning activities. For
teachers, the prescribed indicators regarding their activities include the following:
1. Teachers make preparations relating to both content and methods of teaching.
2. Teachers provide an environment which motivates learners to learn. Learners
also receive support and strengthening of their efforts to learn.
3. Teachers pay individual attention to learners who all receive nothing but
kindness and generosity.
4. Teachers arrange for activities and situations conducive to encouraging
learners to express themselves and think creatively.
5. Teachers encourage learners to think independently, undertake activities and
constantly improve themselves.
6. Teachers encourage group activities in which knowledge and experience are
exchanged. They also observe their students’ strengths and provide remedial
measures for their weaknesses.
7. Teachers avail themselves of instructional media for training in independent
thinking, problem solving and the attainment of knowledge.
8. Teachers avail themselves of a variety of learning sources and relate learning
to real life.
9. Teachers provide training regarding manners and discipline in line with
traditional Thai culture.
10. Teachers note and evaluate learners’ development on a continuous basis.
Based on these standards and the prescribed performance indicators set by the ONEC,
and in response to the external quality audit process by the ONESQA, school
administrators, teachers and educational personnel prepare documents in forms of self
assessment reports (SAR), self study reports (SSR) and portfolios to be subject to first
the internal audit (within the institutions) and external audit by the organizations or
agencies authorized by the ONESQA and approved by the Ministry.
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Teachers Council of Thailand (Kurusapa)
In 1994, prior to the enactment of the National Education Act, the new standards for
the teaching profession have been drafted by the Teachers Council of Thailand and
approved by the Ministry as a part of the attempt to improve the quality of teachers
and their professionalism. These standards specify the professional and personal
qualities and abilities all teachers are expected to possess and to develop, and they
include:
Standard 1: Being an active and productive member of teaching professional
organizations.
Standard 2: Judging all practices on the learners’ benefit.
Standard 3: Aiming at learners’ optimum development.
Standard 4: Developing effective lesson plans in bringing about empirical
learning outcomes.
Standard 5: Developing efficient and innovative learning materials responsive to
learners’ needs.
Standard 6: Practicing best instructional practices for learners’ latent
development.
Standard 7: Presenting systematic reports on learners’ development based on
objective and authentic measures.
Standard 8: Being a good behavioral model for learners.
Standard 9: Being a cooperative and productive member in school.
Standard 10: Being a cooperative and productive member in community.
Standard 11: Being a competent member in informative and learning society.
Later in 1999, in the attempt to promote the development of the teaching profession
and teachers’ professionalism, the Teachers Council of Thailand introduced the
National Teacher Qualifications system to promote and reward teachers’ academic
and pedagogical achievements. This system was later adopted for implementation in
the appointment and promotion evaluation and performance development for all civil
service teachers by the Teacher Civil Service Commission in 2000.
The National Teacher Qualification (NTQ) system categorizes teachers’ academic and
pedagogical achievements into five levels, namely, Kru Pratibatkarn, Kru
Chamnarnkarn, Kru Chiewcharn, Kru Chiewcharn Pises, and Kru Poosongkunawut
(Pithiyanuwat, 1999). Based on this system, only the promotion to Kru Chiewcharn
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(senior teacher), Kru Chiewcharn Pises (expert teacher), and Kru Poosongkunawut
(senior expert) have attached monetary rewards.
Kru Pratibatkarn (Assistant teacher): refers to teachers who:
-

still need instructional guidelines;

-

are determined to complete their assignments;

-

are teacher-oriented and emphasize drills for rote memory;

-

use test-oriented and class-based assessment methods;

-

aim for self-concerned development; and

-

adhere strictly to rules and regulations more than task objectives or those at the
service end.

Kru Chamnarnkarn (Teacher): refers to teachers who:
-

are self dependent and self-determined;

-

are capable of setting the task objectives aiming at those at the service end but
still lacking clear and effective action plans;

-

conduct class activities with the focus on knowledge and comprehension with
numerous examples;

-

prepare teaching tools with available resources;

-

focus on group-based assessment and allow a variety of details in assessment
methods; and

-

work towards development with equal emphasis on respect for rules and
regulations and consideration on the process and outcomes for self and those
at the service end.

Kru Chiewcharn (Senior teacher): refers to teachers who:
-

work towards set objectives with systematic management skills;

-

are self dependent in decision-making, taking initiatives, setting priorities;

-

organize class activities with the emphasis on the development of learners’
higher order thinking skills;

-

allow learners to be actively involved in the teaching and learning process, ask
more questions, use teaching tools towards self-discovery process for answers
and knowledge, and encourage learners to express themselves creatively; and

-

work towards development with multidimensional aims: balance, accessibility
and equality.
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Kru Chiewcharn Pises (Expert teacher): refers to teachers who:
-

organize and work with consideration for related factors and others involved
but have not yet achieved the skills to create unity in the task force;

-

organize class activities for developmental purposes, allow learners to take
part in lesson plans, arrange activities and teaching tools in regards to learners’
individual capabilities and progress;

-

allow learners to express their opinions freely and learners’ products are
expected to differ based on the selected teaching and learning process; and

-

work towards development with the emphasis on those at the service end,
professional and social development.

Kru Poosongkunawut (Senior expert): refers to teachers who:
-

organize and work collaboratively with those concerned on an equal basis for
solidarity of the work and task force with consideration to the well-balanced
environment;

-

organize class activities with the emphasis on self discovery and collaborative
learning with lesson plans and class curriculum mainly controlled by learners;

-

use a variety of teaching tools in response to learners’ individual needs and
individual-based assessment methods with learners’ interests and potentials
taken into consideration;

-

aim to develop learners in multidimensional aspects, in cordial fashion,
towards leadership, creativity and autonomy for sustainable development;

-

work towards holistic development for permanent results in professional
production and promotion; and

-

be an exemplary teacher with professional and personal integrity.

Teachers and educational personnel applying for these professional titles in order to
obtain the attached benefits have to go through the evaluation and appointment
processes which include the submission of their portfolios in response to the proposed
standards and specified professional descriptions.
In 2003, with the enactment of new laws in relation to the reform required by the Act
of 1999, the Teacher Civil Service Commission was assigned the responsibility of
implementing the NTQ system together with the new salary system for civil service
teachers. According to the new law, the professional titles for teachers are classified
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into four categories, namely, Kru Chamnarnkarn, Kru Chamnarnkarn Pises, Kru
Chiewcharn, and Kru Chiewcharn Pises with the monetary rewards for all four
attached to the salary scales. However, this new law does not have any impact on the
teachers participating in this study as the participants are selected on condition that
they developed and completed their portfolios before May 2003.
Teacher Civil Service Commission
The Teacher Civil Service Commission in 2000 adopted the national standards of the
teaching profession set by the ad hoc committee of the Education Reform Office, as
the selection and evaluation criteria for teachers’ promotion and appointment to
official positions and rankings. The teachers’ desirable characteristics are divided into
3 categories and for each different emphases are placed in percentages, with 50 % on
teachers’ learning potential deemed the most important and 25% each on personal
attributes and collaborative efforts. Detailed descriptions of the characteristics listed
are as follows:
1.

Personal attributes
1.1 Being morally sound and a good role model
1.2 Being considerate and caring towards students
1.3 Being compassionate and faithful to the teaching profession
1.4 Having good human relationship skills and capacities to live and work with others with
happiness
1.5 Teaching students proper knowledge, skills, values and mannerisms
1.6 Being logical and creative
1.7 Being able to give students advice in their learning and personal life aspects
1.8 Being inquisitive and keeping abreast of current affairs for on-going self improvement

2.

Learning potential
2.1 Having the domain knowledge, and the understanding of the subject matters and the natures
of the students
2.2 Being able to organize effective teaching-learning process
2.3 Being able to develop learner-centered approach innovations in the teaching-learning process
2.4 Being able to created environments conducive to learning for the students
2.5 Being able to conduct authentic assessment in their courses
2.6 Being able to conduct researches for further learning development

3.

Collaborative efforts
3.1 Having the faith to volunteer as pioneer teachers
3.2 Being willing to support their peers by all means
3.3 Participating in and managing well the teacher networking activities in good spirit
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Office of National Education Commission
In 2000, the Office of National Education Commission set selection criteria for the
teachers to participate in the Kru Tonbab (model teacher) project. With the offered
grants, the teachers were to conduct training sessions for other teachers from their
own and other schools. The ONEC hoped to spread the direct transfer of teaching
skills and practical understanding of the learning reform from teachers to teachers
through this project. The evaluation criteria for the recruitment of candidates for Kru
Tonbab projects focused on three dimensions with unequal weight given to each.
Table 3.1. Kru Tonbab evaluation criteria
Weight in
Evaluation criteria

percent

1. Knowledge and adaptability of teaching principles in the National

60

Education Act of 1999
2. Personal conduct

20

3. Contribution and collaboration with community

20

In summary, teachers are to organize the teaching and learning process with the
emphasis on the learner-centered approach, authentic assessment and classroom-based
research and application. They must demonstrate their academic capabilities as well
as creativity in innovative projects. Hands-on activities are strongly encouraged and
learners must be provided with environments conducive to learning. Learners are
expected to learn best in an integrated curriculum. Information and communication
technology along with other teaching facilities must be appropriately and efficiently
employed in the organization and implementation of lesson plans. Preparation and
implementation of the teaching and learning process must be worked out in
cooperation with the parents and the communities.
Furthermore, teachers must be role models. They must display good sense of morality
and professional ethics. They must be equipped with good human relationship skills
and the sensitivity to promote and preserve the art and culture of the nation. They
must also be accepted by the students, within their school and outside communities.
In brief, they must possess “the soul of the real teachers”. In addition, the teachers
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must be academic leaders in their communities and in support of their professional
organizations and the development of teaching professionalism. They must work in
collaboration with their community in providing and supporting education both in and
outside their schools.
Portfolio formats and contents
Based on the different evaluation criteria and requirements of documents for various
organizations, the teaching portfolio formats currently in use for different purposes
can be categorized into three types. In each type, the nature of the contents may vary
according to the teachers’ purposes in developing the portfolios and their individual
interpretations of the documents required, while the headings of sections of the
portfolios slightly vary.
Type I:

The format in response to the requirements and evaluation standards set by
the Teachers Council of Thailand (1994 and 1999) and the Teacher Civil
Service Commission (2000) for official ranking promotion and the NTQ
titles.

Type II: The format in response to the Kru Tonbab (model teachers) projects by the
Office of National Education Commission (2000).
Type III: The format suggested or required by individual schools in response to the
quality assurance requirements (internal and external audits).
Table 3.2. Type I Format: the Teachers Council of Thailand
Section
1. Personal data

Contents
- personal profile
- education history
- employment/civil service record
- leave/absence record
- royal decorations record
- seminar/workshop attendance record
- educational trips record
- teaching assignments record

2. Personal conduct

Evidences of the following values
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(as suggested in the standards on

-

self-sufficiency, wisdom in spending

teaching profession by the Teachers

and saving, diligence, strong sense of

Council in 1994)

responsibility, and self-sacrifice
-

respect for rules, disciplines and the
laws

-

loyalty to the Nation, Religion and the
King

3. Personnel management

Evidences of the following skills and
qualities
-

good relationships with
supervisors/subordinators and peers

-

collaborative efforts in group
activities and projects

4. Work management

fairness in public service

- syllabus and course descriptions
- teaching preparations and lesson plans
- materials for teaching activities
- documents on authentic assessments
- self-prepared or invented teaching materials
- students’ achievements record
- assigned projects or activities
- awards won or given to students
- awards won or given to the teacher
- awards won or given to the school
- publication of academic writings or
innovative projects
- information & communication technology
used for development purposes
- invitations to give speeches or lectures
- collaborative projects within the school
- collaborative projects within or outside the
community
- interschool collaborative projects
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- district/ provincial/national collaborative
projects
5. Academic achievements or

Evidences of the teacher’s performance in

innovation (as suggested and required

relation to authentic assessment in form of 8-

by the Teachers Council of Thailand

12 pages project files which include the

in 1999 in the application for

following details:

academic titles ( NTQ)

- students’ profile
- desired learning outcomes
- students’ learning abilities
- students’ development plan
- chosen innovation
- lesson plans, materials and aids
- teaching manuals
- analysis of evaluation of students’
achievement
- self-reflection report of the project

6. Conclusion report

Summary of highlights of achievements

The Type I Format was mainly adopted by the teachers who completed their
portfolios as required by the Quality Assurance policy and at the same time thought of
using the portfolios in applying for official ranking promotion and the academic titles
(NTQ).
Table 3.3. Type II Format: the Office of the National Education Commission (ONEC)
for the Kru Tonbab (model teachers) projects
Section
1. Personal data

Contents
- personal profile
- education history
- teaching experience record
- other work experiences record
- award winning record

2. Research or innovation projects in relation
to teaching and learning which include:

Project files which include:
-

title
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- teaching material production

-

implementation plan

- innovative teaching techniques

-

timeframe

- public/community services

-

expected outcomes

- publication of textbooks and lesson plans

-

quantity of production and
usage

-

abstract and summary

3. Knowledge and skills as evaluated by

Evidences of evaluation of the

supervisors/peers/students

teacher’s knowledge and skills in the
following areas:
-

learner-centeredness

-

management of learning
process

-

self and surroundings

-

science and technology

-

religion, art, culture, local
wisdom and sports

-

mathematics, and languages

-

careers and other special
abilities

4. Personal conduct as evaluated by
supervisors/peers/students/community

-

authentic assessment

-

classroom research

Evidences of the following qualities:
-

good role model

-

morally sound

-

good human relationships

-

respect for art and culture

-

professionalism

-

acceptance from supervisors
/peers/students/community

-

academic leadership

-

academic organization
memberships

-

knowledge of school and
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community
-

collaborative efforts in
community service

The Type II Format was adopted by the teachers who were fulfilling the Quality
Assurance requirements and planning to apply for the grants offered by the Office of
the National Education Commission to become the Kru Tonbab (model teacher).
Thus, the teachers who adopt this format have to involve not only the supervisors,
students and other teachers in their schools but also from outside the school in their
portfolio construction process and this often proved to be more time-consuming and
required extensive personal connections within the schools and with the community
around the schools.
Table 3.4. Type III Format: the schools
Section

Contents

1. Personal data

- personal profile
- education history
- employment/civil service record
- leave/absence record
- royal decorations record
- seminar/workshop attendance record
- educational trips record
- teaching assignments record
- record of awards won or certificates received
- statements of personal beliefs or philosophy of education

2. School data

- geographical and historical data
- school and community relationships
- current statistics
- outstanding achievements
- awards won or given to the school
- contributions to community or public in general
- awards of outstanding school personnel and other
recognitions
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3. Teaching and

- syllabus and course descriptions

learning

- teaching materials and manuals
- descriptions of uses of information and communication
technology in teaching
- evaluation materials
- students’ works and achievement records
- awards won by the students

4. Innovation

Evidences of innovative projects in teaching and learning in
form of separate project files which include the following:

5. Qualities of

-

project title and descriptions

-

timeframe and implementation plan

-

expected outcomes and results

-

evaluations of projects by supervisors/peers/students

-

feedback and self-evaluation reports

Evidences of personal qualities and contributions as befitting

teaching professionals the teaching professionals
-

teacher-student relationship

-

teacher-school-community relationship

-

teacher as a role model for students

The Type III Format was suggested by the schools and is possibly the most flexible
one as teachers choose to adapt the format to fit their personal interests and purposes.
Summary
In summary, theories and findings from studies related to educational reform, policy
implementation, educational change, and quality assurance systems incorporating the
concept of authentic assessment inform this research. In particular, the use of teaching
portfolios as a tool for teachers’ performance assessment and professional
development in the context of change is discussed within the scope of the study.
Within the complexities of teaching and change processes, much consideration and
careful observation are required to better understand the situations and accurately
evaluate the progress of reform. Policy interpretation and implementation on school
and individual levels play a crucial part in the success and failure of any reform
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attempts as much as teachers’ roles in any educational change process. The discussion
of related theories and studies provides a platform for the study on teachers’ use of
portfolios as one aspect of the current reform path. The next chapter introduces the
research design to monitor this use.
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Chapter Four
Methodology
Overview of the chapter
The purpose of this study was to investigate the use of portfolios by teachers in secondary
schools in Thailand as a part of the mandated Quality Assurance requirements and their
impact on the teachers’ beliefs and practices about teaching and learning. A possible
outcome of the study was to describe the phenomena and to provide some insights for
those responsible for and capable of the improvement of the relevant educational policies
and practices. The following questions were structured to guide the study:
1. In what ways do the teachers use and develop their portfolios?
2. How do the teachers perceive the use of portfolios?
3. What is the impact of the portfolio development process on the teachers’ beliefs
about their practices in relation to teaching and learning?
Newman and Benz (1998) contended that the research questions dictate the selection of
research methods and understanding the centrality of the questions guides the researcher
in all other decisions during a research project. In the course of decision-making on the
research methodology and design for this study, the researcher decided to employ a
mixed methods approach after consultations with many experts in the field of the study
and experienced researchers. The selected design was chosen in relation to the
researcher’s post-positivist/constructivist paradigm and the nature of the research context
and the purpose of the study.

Research paradigms
The nature of the paradigms is summarized in Guba and Lincoln (1994) as:
A paradigm may be viewed as a set of basic beliefs (or metaphysics) that deals with
ultimates or first principles. It represents a worldview that defines, for its holder, the
nature of the “world,” the individual’s place in it, and the range of possible
relationships to that world and its parts, as, for example, cosmologies and theologies do.
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The beliefs are basic in the sense that they must be accepted simply on faith (however
well argued); there is no way to establish their ultimate truthfulness. (p.107)

Creswell (1994) used the terms “quantitative and qualitative paradigms” to describe
positivism and post-positivism and explained how they help in the design of any study:
Paradigms in the human and social sciences help us understand phenomena: they
advance assumption about the social world, how science should be conducted, and what
constitutes legitimate problems, solutions, and criteria of proof. As such, paradigms
encompass both theories and methods. (p.1)

The quantitative paradigm is often defined as the traditional, the positivist, the
experimental, or the empiricist paradigm; the qualitative paradigm is the constructivist
approach or naturalistic, the interpretative approach, or the post-positivist or post-modern
perspective which began as a countermovement to the positivist tradition in the late 19th
century (Guba & Lincoln, 1989; Creswell, 1994; Lincoln & Guba, 2000). Other
terminologies used are the normative and interpretive paradigms (Cohen & Manion, 1989)
which were adopted in this study as they were found to be clearer and easier to
understand. Their definitions are given as follows:
The normative paradigm (or model) contains two major orienting ideas: first, that human
behavior is essentially rule-governed; and second, that it should be investigated by the
methods of natural science. The interpretive paradigm, in contrast to its normative
counterpart, is characterized by a concern for the individual. Whereas normative studies
are positivist, all theories constructed within the context of the interpretive paradigm tend
to be anti-positivist (Cohen & Manion,1989, p.38-39.)

To further explain the differences between the two paradigms, Creswell (1994) and
Cohen and Manion (1989) often contrasted them by several dimensions based on the
assumptions behind them. It is also pointed out that a clear understanding of these
assumptions helps to provide directions for the researchers in designing all phases of their
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study. The summary of the contrasts between the two paradigms based on their
assumptions is presented in the following table.
Table 4.1. Summary of the contrasts between the two paradigms based on assumptions
Assumption

Ontological

Question

What is the nature

Quantitative/

Qualitative/

Positivist/

Post-positivist/

Normative

Interpretive

Objective and singular

Subjective and multiple

What is the nature

Responding mechanically as

Initiating their own actions with

of the relationship

conditioned by external

free will; micro-concepts—

between human

circumstances; macro-

individual perspective, personal

beings and their

concepts— society,

construct, negotiated meanings,

environment?

institutions, norms, positions,

definitions of situations

of reality?
Human nature

roles
Epistemological

What is the

Independent from that being

Interacting with that being

relationship of the

researched

researched

Value-free and unbiased

Value-laden and biased

What is the

Formal, based on set of

Informal, evolving decisions,

language of

definitions, impersonal voice,

personal voice, accepted

research?

use of accepted quantitative

qualitative words

researcher to that
researched?
Axiological

What is the role of
values?

Rhetorical

words
Methodological

What is the process

Deductive; cause and effect;

Inductive; mutual simultaneous

of research?

static design with categories

shaping of factors; emerging

isolated before study; context-

design with categories

free; generalizations leading to

identified during research

prediction, explanation and

process; context-bound;

understanding; accurate and

patterns, theories developed for

reliable through validity and

understanding; accurate and

reliability

reliable through verification

Source: Adapted from Creswell (1994) and Cohen & Manion (1989)
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Perceptions of reality are deemed subjective and can be seen in multiple facets. Reality is
also context-oriented and situational. We bring into the reality of the world we perceive
what we think about ourselves and the world we reside in, be that a group, organization
or society. To draw up the profiles of teachers here and their use of teaching portfolios,
interaction with the teachers was deemed essential. Interpretation would also play an
important part in various stages of the study and the researcher and those researched
interact, particularly during the interviews and content analysis of the portfolios. To
ascertain that the validity and reliability of the research methods were well established,
particularly with the aspects of subjective interpretation involved, the researcher thus
chose the mixed methods, where the strengths and weaknesses of the quantitative and
qualitative methods could be combined and used to complement each other.
The goal of mixed methods research is not to replace either of these approaches
( quantitative and qualitative approaches) but rather to draw from the strengths and
minimize the weaknesses of both in single research studies and across studies (Johnson &
Onwuegbuzie, 2004, p. 14.)

Since there were only a small number of researches undertaken in the area of teaching
portfolios, particularly in the context of Thailand, the researcher relied on evolving
decisions as questions or issues were raised in various stages of the study. Taking into
consideration the inductive nature of the study, whereby most variables remained
unknown at the beginning, the combination of both quantitative and qualitative
approaches was deemed most appropriate for this study in its context.

Argument on the research design
According to Patton (2002), in relation to the notion of quantitative versus qualitative
approaches to research, researchers should face the challenge to match research methods
and paradigms to the purposes, questions and issues raised in their study.
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They need to know and use a variety of methods to be responsive to the nuances of
particular empirical questions and the idiosyncrasies of specific stakeholder needs
(p.585.)

The idea of combining quantitative and qualitative approaches to research and the use of
both quantitative and qualitative methods in the same study has become more and more
accepted only in the past two decades (Denzin, 1978, 1989; Patton, 1988, 1990; Bryman,
1988, 1992; Creswell, 1994, 1998; Tashakorri & Teddlie, 1998, 2003; Johnson &
Onwuegbuzi, 2004). Though it was not clearly defined when it was first introduced in
the 1950s (Campbell & Fiske, 1959), Creswell (1994) contended that the combined
quantitative and qualitative design was advantageous to better understanding of the
concept being tested or explored; it was only later that the concept of mixed mode design
was introduced (Creswell, 2003). In his discussions on combining quantitative and
qualitative approaches, Creswell (1994) focused on mixed methods and gave the
following description of:
(The methods) wherein the original intent was to triangulate findings, to demonstrate
convergence in results. More recently, authors have broadened the purposes for mixing
methods to include an examination of overlapping and different facets, to use the methods
sequentially, to find contradictions and new perspectives, and to add scope and breadth
to a study (p.189.)

The research design adopted in this study involves the mixed methods, and the most
appropriate research strategy chosen for this particular study was the Sequential
Explanatory Strategy, which is characterized by the collection and analysis of
quantitative data followed by the collection and analysis of qualitative data (Creswell,
2003). A mixed method is defined as any study that combines or mixes theoretical and/or
technical aspects of quantitative and qualitative research within the same study (Creswell,
1994; Johnson & Onwuegbuzi, 2004). It is important that the differing aspects and
characteristics of both quantitative and qualitative methods are clearly understood before
a mixed methods approach is employed. A summary of how the two research methods
differ on various factors related to the research process is presented in the following table.

Methodology 83
Table 4.2. Summary of characteristics of quantitative and qualitative research methods
Factor
Researcher

Quantitative

Qualitative

Concerned with

Concerned with process and interested in

outcomes/products

meaning

Training and

Technical writing skills; computer

Literary writing skills; computer text-analysis

experience of the

statistical skills; library skills

skills; library skills

Research mode

Deductive

Inductive

Research problem

Hypotheses based on theoretical

Immature due to a conspicuous lack of theory

rationale; existing body of

and previous research; variables unknown;

literature and theories; known

context important

researcher

variables
Data collected

Hard data

Soft data

Data collection

Passive interaction through

Active interaction with sample population;

techniques

questionnaire and/or experimental

observation by active participation

design
Sample

Large population

Small population

Small number

Large number

Before and after training or

On-going observation and interview

population
Research
variables
Data collection

experiment
Relationship

Distant and short-term

Intense and long term with subjects

Research context

Controlled

Uncontrolled

Data analysis

Statistical analyses (e.g.,

Content/interpretive analyses through themes,

descriptive, inferential statistics),

patterns, and narrative synthesis, using coding

using specific procedures, such as

and descriptive statistics, including ranking,

SPSS

frequency, percentages, etc.

Source: Adapted from Creswell (1994), Reichardt & Rallis (1994) and Sogunro (2002)

Various definitions are given and different terminologies are used to describe mixed
methods research (Tashakkori & Teddlie, 2003); researchers vary in their reasons for
employing a mixed methods design for a particular study and the mixing or the
combining can be within one study or among several studies in a program of inquiry
(Creswell, 2003). As there are many ways and levels to mix both quantitative and
qualitative elements in research projects as well as various types, designs and research
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strategies to serve the purposes of the study, the researcher here started by asking herself
the following questions as she worked through the research plans:
1. When? Mixing may occur at any point or at multiple points within a research project, from the
purpose statement and statement of the research question, to the data collection and management,
to data analysis, to drawing inferences from the interpretation of the findings.
2. In what order? Mixing may be done sequentially/interactively, using information gained from
one to make decisions about the other or in simultaneous/parallel portions brought together only
in the final analysis of the research project.
3. At what level? Data collection and analysis can be mixed between and within levels. Levels
may include the individual, group, organization, and society.
4. In what proportions? Quantitative or qualitative components may be used equally, or one may
be more dominant.
5. To what degree are the tools/techniques different? There are quantitative and qualitative
data-gathering tools/techniques that are similar, such as scaled questionnaire and a structured
interview, and those that are farther apart such as an achievement test and an open-ended
interview.
6. Does the type of data dictate the type of analysis? No. Qualitative data may be quantified by
converting it to numbers for quantitative analysis. Likewise, quantitative data may be qualitatively
analyzed. For instance, a profile of a group and/or individuals may be developed based on
quantitative data.
7. What is one benefit of mixing? Mixing makes room for both exploratory inductive process that
begins with empirical evidence of the particular and proceeds to a level of
abstracting/theorizing/generalizing and the confirmatory deductive process of hypothesis testing
of theories (Rocco, Bliss, Gallagher & Perez-Prado, 2003).

Researchers have increasingly accepted the underlying assumption that there are inherent
biases in any method of data collection or analysis and more are turning to mixed
methods to conduct stronger studies. The combination of quantitative and qualitative
approaches with their inherent strengths and weaknesses was seen as complementary and
beneficial. The biases in any particular data source, investigators and method would then
be cancelled out when used in conjunction with other data sources, investigators and
methods (Campbell & Fiske, 1959; Denzin, 1978; Punch, 1998). The fundamental
principle of mixed methods stated that it was actually wise to collect multiple sets of data
using different research methods in such a way that the resulting mixture or combination
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would have complementary strengths and nonoverlapping weaknesses (Brewer & Hunter,
1989). Thus it is believed that mixed methods help to improve the quality of research and
the metaphor of fish nets as proposed by Lincoln and Guba (1985) helped confirm the
advantages of mixed methods. However, it is essential to point out that mixed methods
research although offering great opportunities for practising and beginning researchers, is
itself not free from certain weaknesses. Table 4.3 outlines the strengths and weaknesses
of mixed research.
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Table 4.3. Strengths and weaknesses of mixed research (adapted from Johnson &
Onwuegbuzie, 2004, p. 21)
Strengths
-

Words, pictures, and narrative can be used
to add meaning to numbers.

-

-

-

-

-

of the results.
-

Qualitative and quantitative research used
together produce more complete

words, pictures and narrative.

knowledge necessary to inform theory and

Can provide quantitative and qualitative

practice.

Researcher can generate and test a

Weaknesses
-

Can be difficult for a single researcher to

grounded theory.

carry out both qualitative and quantitative

Can answer a broader and more complete

research, especially if two or more

range or research questions because the

approaches are expected to be used

researcher is not confined to a single

concurrently; it may require a research

method or approach.

team.

The specific mixed research designs can

-

Researcher has to learn about multiple

provide specific strengths. (For example, in

methods and approaches and understand

a two-stage sequential design, the first

how to mix them appropriately.

stage results can be used to develop and

-

Can be used to increase the generalization

Numbers can be used to add precision to

research strengths.
-

-

-

Methodological purists contend that one

inform the purpose and design of the

should always work within either a

second stage component.)

qualitative or quantitative paradigm.

A researcher can use the strength of an

-

More expensive.

additional method to overcome the

-

More time-consuming.

weaknesses in another method by using

-

Some of the details of mixed research

both in a research study.

remain to be worked out fully by research

Can provide stronger evidence for a

methodologists (e.g., problems of paradigm

conclusion through convergence and

mixing, how to qualitatively analyze

corroboration of findings.

quantitative data, how to interpret

Can add insights and understanding that

conflicting results.)

might be missed when only a single
method is used.
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Frameworks to categorize the various types or designs of mixed methods include those
based on the philosophical positioning or paradigms of researchers which are roughly
divided into two: the pragmatist and the dialectical. The pragmatists tend to use whatever
approaches that work for the particular research problems under study and their decisions
are made without any commitment to a particular design, for specific problems and to
make the data collection and analysis more accurate and/or the inference more useful
(Patton, 1988; Reichardt &Rallis, 1994; Tashakkori & Teddlie, 1998). Pragmatic
frameworks are often those developed according to the three main stages in research: the
type of project, the type of data collection and operations, and the type of data analysis
and inference (Tashakkori & Teddlie, 1998). Meanwhile, the dialectical researchers
emphasize more the benefit of mixing research paradigms as making the study more
ethical and stronger in the sense that it represents a plurality of interests, voices and
perspectives. Though their aims for utility and accuracy are the same as for the
pragmatists, they normally obtain these through complementarities and not compatibility
(Greene & Caracelli, 1997).
Other dimensions which should be taken into consideration when planning a mixed
methods research are those involving the different stages of the study, paradigm emphasis
and time ordering of the quantitative and qualitative phases combined in the study
(Johnson & Onwuegbuzi, 2004). Figure 4.1 suggests how a researcher can create more
user-specific and more complex designs to serve his/her purposes in the study.
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Time Order Decision

Paradigm
Emphasis
Decision

Equal
status

Concurrent

Sequential

QUAL + QUAN

QUAL → QUAN
QUAN → QUAL

QUAL + quan

QUAL → quan
qual → QUAN

QUAN + qual

QUAN → qual
quan → QUAL

Dominant
status

Figure 4.1. Mixed method design matrix (Johnson & Onwuegbuzi, 2004)
Besides the main concept of triangulation, other reasons and purposes why researchers
have chosen to combine methods in a single study are given by Greene, Caracelli and
Graham (1989) from the review of 57 mixed methods studies. The five purposes have
been summarized as follows:
1. Triangulation: to increase the validity of a study in the sense of seeking convergence
of result.
2. Complementarity: to increase validity and interpretability by measuring the
overlapping, but different facets of a phenomenon.
3. Development: to increase validity of a study wherein the first method is used
sequentially to help inform the second method.
4. Initiation: to add depth and breadth to inquiry results and interpretations in search for
fresh insights and perspectives.
5. Expansion: to widen the scope of inquiry by including multiple components to extend
the breadth and range of the study. (p.258-260).

Research design for this study
As the purpose of this study was to investigate the current use of teaching portfolios by
secondary school teachers and its impact on their beliefs and practices related to teaching
and learning, the researcher decided to begin the inquiry with the survey (quantitative
approach) and later the in-depth interviews and content analysis of the actual portfolios
(qualitative approach). The sequential design was chosen with the intention to employ the
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quantitative methods in the first phase for threefold purposes: to describe the nature of
existing conditions, to identify standards against which existing conditions can be
compared and to determine the relationships that exist between specific events (Cohen &
Manion, 1989).
Priority and emphasis would then be placed on the quantitative approach as the initial
statistical analysis would give directions to the qualitative data-collection process. In
brief, the output of the survey would be used to inform the interview questions and frame
the criteria used in the portfolio analysis. Therefore, the integration of both types of data
may occur at several stages in the process of the study, as an open-ended question was
included in the survey instrument, and some statistical analysis techniques might be
employed to analyze the qualitative data from the interviews and portfolio content
analysis. The decision was thus structured by taking into consideration the criteria for
choosing a strategy proposed by Creswell (2003).
Implementation

Priority

Integration

No sequence concurrent

Equal

At data collection

Theoretical perspective

Explicit
Sequential-Qualitative first

Qualitative

At data analysis

At data interpretation
Sequential-Quantitative first

Quantitative

With some combination

Implicit

Figure 4.2. Decision choices for determining a mixed methods strategy of inquiry
(Creswell, 2003, p.211)
Six major mixed methods approaches have been identified by Creswell (2003, p.215-219):
Sequential Explanatory Strategy, Sequential Exploratory Strategy, Sequential
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Transformative Strategy, Concurrent Triangulation Strategy, Concurrent Nested Strategy,
and Concurrent Transformative Strategy. These approaches vary according to the
sequence, nature and emphasis of how quantitative and qualitative techniques are
employed in data gathering and analysis processes through the study.
The researcher identified as most appropriate here the Sequential Explanatory Strategy
which, according to Creswell (2003), is the most straightforward among the six
approaches. In the data collection and data analysis stages of this study, both quantitative
and qualitative approaches were employed as the study started off with the distribution of
the survey questionnaire and followed with the in-depth interviews and content analysis
of the documents (teaching portfolios). The main purpose of this research strategy was to
use the qualitative results to explain more clearly, to better interpret and if possible to
expand the findings of the preceding quantitative study. The steps taken in the study are
best presented in the following figure.

QUAN

QUAN
Data
Collection

QUAN
Data
Analysis

Qual

Qual
Data
Collection

Qual
Data
Analysis

Interpretation of
Entire Analysis

Figure 4.3. Sequential Explanatory Design (Creswell, 2003)

Data gathering procedures
The data gathering procedures in this study involved both quantitative and qualitative
research techniques and they were combined in different stages as well. The researcher
started the study with the quantitative methods which included a focus group and an
extensive two-phase pilot study to develop the proper instrument for the survey. The
reason of the extensive pilot study was to identify the variables which were least known
due to the lack of literature and previous researches related to the use of teaching
portfolios by secondary school teachers in Thailand. The policy and practices in the use
of teaching portfolios was initiated after the National Education Act B.E. 2542 was
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legislated in 1999. Though there have been some introductory plans in preparation for the
new policy and mandated requirements, it is important to know that the school
administrators and teachers in general were still ill-prepared for the changes, particularly
the Quality Assurance requirements and the mandated use of teaching portfolios as a tool
for performance assessment. Some studies have been conducted but most dealt with the
assessment of the portfolios and most literature focused on the related policies and
administrative issues (see Chapter Two). The survey was meant to answer the research
questions as well as to inform the interview and later provide guidance for the portfolio
content analysis scheme.
Participants
The research population comprised the teachers in the secondary schools of the Central
District (Bangkok) of Thailand. In the current educational system of Thailand, the six
years before higher education are considered the turning and crucial point in the students’
educational paths. Quality, diversity and equal access in secondary schools are always at
the heart of all government policies. In this study, only teachers in the public secondary
schools, which include lower and upper levels starting from Grades 7 to 9 and Grades 10
to 12 were included. These teachers, who were also civil servants or government officials,
were employed under the same conditions and were on the same salary scale. They were
also governed by the rules and regulations of the Teachers Council, which is the national
professional organization of Thailand for public school teachers at all levels.
Accessibility to the information of the schools and teachers is possible through the
Ministry of Education. After the official request together with attached information sheets
and required documents were submitted to the Office of the Secretariat of the Basic
Education Commission, the permission for the research was granted.
The secondary school teachers who were included in this research were selected on the
condition that they must have already completed their teaching portfolios before the
beginning of the academic year 2003. The survey questionnaires were sent out to these
teachers in 11 secondary schools in Bangkok located in various education zones. After
the permissions from the schools were granted, the teachers were asked to take part in the
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study on a voluntary basis with their consent given in both stages of data collection -- the
survey, and interviews. Those who participated in the interviews were also informed
beforehand that their teaching portfolios would be needed for the review of documents.
Their consent had to be given on a voluntary basis and issues of confidentiality were
clearly discussed prior to the interviews.
Sampling design
Purposeful sampling was chosen by the researcher as it fit the purpose, budget and
timeframe of the study. In purposeful sampling, also termed as purposive or judgmental
sampling, the researcher specifies the characteristics of a population of interest and then
tries to locate individuals who fit those characteristics (Johnson & Christensen, 2004).
Specific characteristics for selection criteria were constructed and the researcher located
the participants through initial permission and volunteering. Teachers in public
secondary schools in Bangkok who were the unit of analysis in the study were employed
by the government with the same work conditions and salary scale. There were no
specific reasons for how and why they were appointed and assigned to particular schools,
except for the availability of teaching or other posts.
A list of all the secondary schools in Bangkok was obtained with permission from the
Ministry of Education and contacts were made with some of the schools in various
districts. After the initial telephone contacts to check on the school policies and practices
on teaching portfolio issues and whether the teachers in these schools were actively
compiling their portfolios, the school administrators (Principals, Directors and/or
Deputies) were contacted in person. In the discussions prior to the request for the
permission to conduct the research at their schools, details of the data gathering
procedures and analysis were discussed and the ethical issues and consent forms were
presented. The teachers who participated in this study were limited to those who had
already or recently completed their teaching portfolios. It was agreed that the teachers
taking part in the study must do so voluntarily, that teachers and their schools remain
anonymous in the thesis, and that all information and data must be treated with
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confidentiality. Finally, permissions were granted from 11 schools on a voluntary basis
for the survey.
Sample size
The overall size of the population of the study, teachers in the public secondary schools
in Thailand, is 12,662 (Ministry of Education of Thailand, 2003). Though the sampling
design adopted in this study is not random sampling, the researcher decided to ensure
minimal error by employing the scientific identification of the sample size (FrankfordNachmias & Nachmias, 1997). Thus, confidence interval is established at 95% or an
alpha value at .05, and the t value estimated at 1.96. Due to the variation errors from
sampling elements, the study error was to be accepted at 5%. In order to ascertain a
design effect, the actual sample size was aimed at a greater number than estimated.
Total of sample size for the study:
n=

____N____
1 + Ne2

n

= total sample size

_____12,662____
1 + 12,662 (.05)2
n = 388

N = total population
e

= error estimation

Quantitative methods
The study employed a mixed methods design, specifically the sequential explanatory
design (Creswell, 2003); therefore, the quantitative methods (the survey) preceded the
qualitative methods (the interviews and review of documents). In the attempt to develop
a survey instrument for the study, with few researches previously conducted in similar
contexts and no appropriate samples to draw from, the researcher decided to use an expert
system and a focus group, and to conduct an extensive pilot study to test and confirm the
validity and reliability of the instrument.
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Survey instrument development: Pilot Study I and Pilot Study II
The first survey questionnaire was drafted to address the three research questions:
1. In what ways do the teachers use and develop their portfolios?
2. How do the teachers perceive the use of portfolios?
3. What is the impact of the portfolio development process on the teachers’ beliefs
about their practices in relation to teaching and learning?
The first version of the survey instrument (see Appendix D) was subjected to the initial
examination by the expert panel at the University of Wollongong in the attempt to
develop an appropriate instrument. It was later presented to a group of academics
(consisting of 4 teachers and 2 school administrators) in the chosen school sites in
Thailand for the logical analysis of item content and construct of the measurement.
Finally, the survey instrument was implemented for further validity and reliability tests in
the first pilot study.
Prior to the implementation of the pilot study for a larger group of teachers to establish
validity and reliability of the survey measurement, certain changes were made in terms
used in the questionnaire according to the comments made by the experts, and those
academics included in the focus group. Information was added and terms were clarified
in accordance with the current and common practices. Examples include the division of
class levels, types of teachers’ assignments to management and other responsibilities, and
classification of school sizes.
Pilot Study I: Developing and defining the Initial Survey
Eighty copies of the Thai version questionnaire were sent to two schools located in two
different districts (40 copies were provided for each school), one a co-ed school (Pilot
School A) and the other an all male school (Pilot School B). Teachers were asked to
answer voluntarily on condition that they had completed their portfolios sometime before
the beginning of the academic year 2003. The two schools are similar in size and
numbers of teachers and students. Both offer classes from level 3 to level 4 (Grades 7-12)
and have over 1,500 students.
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Over the period of two weeks, the questionnaires were collected and 40 were answered,
13 from Pilot School A and 27 from Pilot School B. 75% of the respondents were female
and 15% were male and 10% didn’t answer the gender question. The majority of the
respondents were over 45 in age (65%); only 2.5% were under 25; and 20% were in the
36-45 range in age. More than 80% had bachelor’s degrees and 80% majored in
Education. Every respondent answered the question on their teaching experience and
65% had over 20 years in the teaching profession. The details of the findings from the
first pilot study are summarized in Appendix D.
The covariance matrix was employed for the internal reliability analysis (ALPHA scale)
for Question 3 in the section Use of Portfolios in which the teachers were asked to rate
their agreement and disagreement with the statements concerning their portfolio
construction experiences. Likert scale of 5 was used for the attitude measurement for this
item. The output is presented in the following table.
Table 4.4. Mean scores of responses to statements on teachers’ expectations of their
portfolio projects
Factor

Mean

Standard Deviation

3.1 time of completion

3.865

.713

3.2 quality

3.919

.682

3.3 good grading

3.838

.727

3.4 rewards

3.540

.730

3.5 difficulties

2.973

.957

3.6 learning experiences

3.703

.968

3.7 improvement in

3.595

.865

teaching

* n = 37
A Cronbach alpha (see Appendix D for details) was considered too low (.6791) for these
items to be considered to belong in a scale. Dropping Q3.5 will lead to a Cronbach
of .7344 which is deemed more desirable (Cronbach, 1951).
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Table 4.5. Cronbach alpha of responses to statements on teachers’ expectations of their
portfolio projects
Scale mean if

Scale variance

Corrected

Squared

Alpha if item

item deleted

if item deleted

item-total

multiple

deleted

correlation

correlation

3.1 time of completion

21.568

8.752

.301

.583

.634

3.2 quality

21.513

8.479

.399

.694

.610

3.3 good grading

21.595

7.748

.557

.623

.564

3.4 rewards

21.892

7.821

.533

.466

.570

3.5 difficulties

22.459

9.589

.004

.257

.734

3.6 learning experiences

21.730

7.203

.460

.474

.584

3.7 improvement in

21.838

7.695

.435

.438

.594

teaching
n = 37

Reliability Coefficients:

7 items

Alpha = .653

Standardized item alpha = .679

After the analysis of the results was completed, it was evident that the data generated
from the analysis was not as informative as anticipated and may not indicate adequate
leads to the in-depth interviews which were to take place later. Based on the statistical
analysis of Cronbach alpha and the discussion and further consultations with the expert
panel, the following changes were made accordingly:
1. Item 3.5, based on the correlation matrix, yielded negative relationship with
other items and was deleted to achieve higher internal consistency. Thus the alpha
and standardized alpha would become .730 and .744 respectively.
2. Based on the suggestions made by the experts, the sequence of the questions
should run through both sections: the teacher’s profile and the use of portfolios.
3. After the discussions with the expert panel, the format of the responses was
changed for questions based on the importance of the teachers’ reasons for
developing a portfolio, their expectations of their portfolio outcomes and benefits,
what they found as useful and what they believed would be helpful in their
portfolio construction process, and the impact of portfolio construction experience
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on their beliefs about their practices as well as the effectiveness of portfolios as a
tool for teacher’s performance assessment and professional development. Since
these issues are all associated with attitude measurement, a Likert scale of 5 was
adopted and statements were all made positive. The respondents were to rate their
opinions on the statements by choosing the alternative responses. In scoring,
different numerical values ranging from one to five were assigned to each
response.
4. As the types of responses were deemed too varied and might have brought
about unclear or incomplete answers, simpler formats of responses were
employed for questions 3 and 4.
5. The last item on the questionnaire, an open-ended question, was kept for the
original purpose to allow the respondents to provide any additional comments or
express any frustration caused by answering the questions.
The new version of the survey instrument was then submitted to the expert panel for
approval and the second pilot study was conducted.
Pilot Study II: The Modified Survey
Two months after the first pilot study was completed, the modified version of the survey
instrument was developed (see Appendix D). An interview with a group of seven
teachers from several departments at one of two schools chosen for the second pilot study
was conducted to confirm the content and construct validity of the survey questionnaire.
The teachers and the administrators were asked to go through all the questions and
comment on whether they covered all aspects of their portfolio experiences and actual
practices. Then they were asked to comment on the format and clarity of the questions
and responses. Some minor changes were made based on their suggestions, namely, the
replacement of the statement of personal experience in teaching and learning for the
statement of teaching goals in Question 12 and the deletion of pilot projects from choices
for Questions 17 and 18.
The two schools chosen for the second pilot study remained the same as in the first pilot
study as the permission granted could still be applied and the school administrators were
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willing to cooperate in the study. Eighty copies of the questionnaires were sent to each
school to be distributed to the teachers with the same conditions of the prior completion
of their teaching portfolios and on a voluntary basis.
Within one week, the questionnaires were sent back with the total of 82 answered; 24
from Pilot School A and 58 from Pilot school B. The descriptive data were not vastly
different from those from the first study as the study sites remained the same (see
Appendix D for details).
To further establish the reliability of measurement for questions 14-20, each of which has
several or more subparts, the covariance matrix and correlation matrix for all items were
analyzed (see Appendix D) using Cronbach alpha formula (Cronbach, 1951) and the item
total statistics was indicated in Table 4.6.
Table 4.6. Cronbach alpha of responses to portfolio factors
Item

Alpha

Sd. Error of

Stratified

Measurement

Coefficient Alpha

Q14: purposes in developing teaching portfolios

.866

.221

.258

Q15: expectations of portfolio projects

.907

.170

.187

Q16: benefits expected

.871

.205

.211

Q17: useful factors in construction process

.960

.202

.072

Q18: factors for better portfolios

.958

.192

.076

Q19: perceptions of portfolio impacts on beliefs

.921

.184

.136

.967

.198

.083

and practices
Q20: perceptions of portfolios as tools

Wiersma (1995), stating that reliability is a statistical concept based on the association
between two sets of scores representing the measurement obtained from the instrument
when it is used with a group of individuals, contended that:
Reliability coefficients can take on values from 0 to 1.0 inclusive. Conceptually, if a
reliability coefficient were 0, there would be no “true” component in the observed
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score. On the other hand, if the reliability coefficient were 1.0, the observed score
would contain no error; it would consist entirely of the true score. Clearly, in
educational measurement, it is desirable to obtain high reliability coefficients,
although coefficients of 1.0 are very rare indeed. (p. 309-310.)
As the reliability coefficients for all items (questions 14-20) were clearly close to 1.0 ,
the reliability of internal consistency was thus established and the survey instrument
ready for the actual study. For the inferential statistical analysis in the actual study, the
mean score of the output of each of these questions (14-20) will be used.
The survey: the actual study
After the survey instrument was submitted to the various tests and measures to establish
the content and construct validity and internal reliability, it was implemented in the actual
study (see Appendix E). Information on the study population was sought and data
analyzed to identify the sampling size and study sites. The record from the Ministry of
Education, which was in charge of the country’s education systems in most parts and all
the public schools in the country, showed that there were 117 public secondary schools in
the Central District (Bangkok) of Thailand and the population of the teachers in these
schools was 12,662 as recorded in 2003. All these teachers share common characteristics
as they are government officials and governed by the rules and regulations of the
Teachers Council. Standard formula for the calculation of proper sampling size was used
and the result was estimated at the minimum of 388 in number (see more details in
Sample size).
Initial contacts via telephone were made with various schools in 10 zoning units of the
Central District for necessary information and official permissions to conduct the study.
About 15 schools were identified and chosen as they fit the selection criteria of the
sampling and their locations were within the manageability of the researcher. After the
initial contacts with the school administrators, permissions were granted from 11 schools.
It is also important to point out that after the survey questionnaires were sent to these
schools, the researcher was asked after three weeks by the administrator of one particular
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school to take back all the questionnaires untouched. The reason given was that the
teachers in that school were not interested in taking part in the study despite the fact that
the permission had already been granted by the administrator. After some discussions
with the coordinator appointed by the deputy director of the school, the researcher was
informed of some micro-politics problems going on among the deputies and this was
indeed a much clearer and more truthful explanation of the incident.
Finally then, there were teachers from10 schools in 9 educational service areas included
in the survey. The total number of questionnaires distributed was 1020, and 562
questionnaires were returned. The total of questionnaires used in the data analysis was
485, as 77 were answered by the teachers who hadn’t completed their teaching portfolios.
These defects were identified by question 10 in the survey when the respondents were
asked when they first completed their teaching portfolios and didn’t provide any answers.
These 77 questionnaires were screened out and thus excluded in the subsequent data
analysis process.
Qualitative methods
The main purpose of the research design chosen for this study, Sequential Explanatory
Design (Creswell, 2003), was to use the results from the qualitative methods to explain
more clearly, to better interpret and if possible to expand the findings of the quantitative
study previously completed. Among the many ways of collecting qualitative data -interview, observation, participant observation and review of documents, the researcher
decided to employ the interview and review of documents as they were appropriate for
the purpose of the study as well as practical and realistic in the context of the study. The
interviews and review of documents were thus conducted after the preliminary analysis of
the data collected from the survey was completed.
Interviews
Interviews are used to gather information regarding an individual’s experiences and
knowledge; his or her opinions, beliefs, and feelings; and demographic data. Interview
questions can be asked “to determine past or current information as well as predictions
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for the future” (Best & Kahn, 1998, p.255). While interviewing is basically about asking
questions and obtaining answers, much has to be considered before a decision is made as
to what are the most appropriate methods for one’s study. Interviewing has a wide variety
of forms and a multiplicity of uses. Most commonly, different types of interviews are
distinguished by the degree of structure in the interview questions and the degree of
standardization in the methods of inquisition across different settings and situations
(Patton, 1980; Minichiello, Aroni, Timewell & Alexander, 1990; Fielding, 1996;
Merriam, 1998; Fontana & Frey, 1994; Punch, 1998). An example of the continuum of
interviewing methods based on the degree of structure involved is shown in the table
below.
Table 4.7. The continuum of interviewing methods
Focused or semi-structured
Structured interviews

interviews

Unstructured interviews

Standardized interviews

In-depth interviews

In-depth interviews

Survey interviews

Survey interviews

Clinical interviews

Clinical history taking

Group interviews

Group interviews
Oral or life history interviews

Source: Minichiello et al., 1990, p. 89

For this study, the researcher chose to employ in-depth semi-structured interviews. The
respondents were asked a series of pre-established questions which were all open-ended
with no pre-set response categories. Though there were no specific interview schedules
fixed, the standardized sequence and types of questions were used. The exact wording
and sequence of questions and the fact that all questions were worded in completely
open-ended format serve the researcher’s purpose to increase comparability of responses.
Data collected were thus complete for each respondent and this strategy also helped to
facilitate the organization and analysis of the data in the later stage. As all interviews
were carried out by only one interviewer, the researcher herself, so that issues of
interviewer bias or effects were eliminated.
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Recognizing the importance of location and time and their influence on the quality of
data, all interviews were conducted at the school sites and there was no limit on time set
for each interview session. The respondents were encouraged to elaborate on any or all
of their answers when and if they felt so inclined. Careful consideration was given to
communication and listening skills to establish appropriate relationships between the
interviewer and those interviewed to maximize the quality, reliability and validity of the
interview data obtained. As the purpose of interviewing is to find out what is in or on
someone’s mind, and not to put things in someone’s mind (Patton, 1990, p.278), the
researcher made certain that those interviewed clearly understood that the researcher did
not hold any preconceived notions and that her personal perspectives were not once
shown on any issues involved in the interviews.
Interview questions
As the purpose of the interviews was to further explain and interpret the findings from the
survey, the interview questions were developed from the questions included in the survey
(see Appendix E). In the following step, the questions were approved by the research
supervisors and the experts at the University of Wollongong before they were used in the
interviews. The questions being open-ended allowed the respondents to elaborate more
on their opinions, beliefs and experiences on the issues raised and this made possible the
expansion of the data gathered from the survey. The questions used in the interviews
were as follows:
1. How do you use teaching portfolios?
2. What are your purposes in developing your portfolio?
3. How did you start your portfolio project?
4. Describe the steps you took in developing your portfolio.
5. What are the factors you find most useful in developing your portfolio?
6. What are the difficulties you had in developing your portfolio?
7. What do you think will be helpful to you in developing a portfolio?
8. What did you include in your portfolio and why did you include them there?
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9. Did you include any personal learning experiences in your portfolio? If yes, what
and why did you include them? If no, why not?
10. Can you give me an example of a topic or several lessons that you have been
teaching? Why do you teach that way? What are your beliefs about teaching? Is
there evidence of this in your portfolio?
11. Can you give me an example of different ways in which students learn in your
class? Why do you think they learn that way? Is there evidence of this in your
portfolio?
12. Do you think the use of portfolios has any impact on your beliefs or practices in
relation to teaching and learning? If yes, how? If no, why do you think so?
13. Have your beliefs and practices changed as you develop your portfolios? Can you
give some examples of such changes?
14. How do you find the use of teaching portfolio as a tool for performance
assessment as a part of the Quality Assurance requirement?
15. Do you think developing a portfolio is useful to you in your teaching or learning?
If yes, how? If no, why not?
Interview procedures
The semi-structured interviews were conducted at the school sites at the interviewees’
convenience and choices of location and time. The interview questions which were all
open-ended were presented to the respondents and the interviews were tape-recorded for
subsequent data transcription. Prior to each interview, respondents were asked to
complete a copy of the survey questionnaire for cross-checking of their answers at a later
stage as well as to provide them with some background of the questions and possible
choices of answers. The time spent for each interview ranged from 40 minutes to 1 hour
and 30 minutes. After the interview the researcher was allowed to study the respondents’
teaching portfolios, take notes and ask questions; this process took about 30-40 minutes
for each respondent. Follow-up phone calls and second visits were made for memberchecking purposes. In most cases, the phone calls lasted not longer than 30 minutes and
the second visit not longer than one hour.
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Interview participants
The participants for the interviews were nine secondary school teachers in all, three from
each of the three chosen schools. In order to ascertain the representativeness of the
participants in the interviews and reviews of documents, these three schools were chosen
out of the ten schools participating in the study based on the statistical analysis (ANOVA)
of the survey findings. The choice of schools was made by examining the survey
responses to Questions 19 and 20, which dealt with the teachers’ beliefs and perceptions
about the development of their teaching portfolios as having impact on their beliefs and
practices and teaching portfolios as tools for performance assessment and professional
development.
Table 4.8. Summary of responses on the factors of beliefs and perceptions of portfolios
and portfolio impacts on beliefs and practices of the teachers
Mean score for

Mean score for

Survey sites

Question 19

Question 20

School A

3.27*

3.35*

School B

3.06

3.07

School C

3.36

3.41

School D

3.22

3.15

School E

3.32

3.13

School F

3.07*

3.08*

School G

3.52

3.47

School H

3.48

3.47

School I

3.63*

3.55*

School J

3.37

3.18

* Note: The three schools chosen for the interviews and reviews of documents
Further analysis of the post hoc tests with multiple comparisons among schools yielded
similar results with School G and School I in the high, School A in the moderate and
School B and School F in the low. Taking the mean difference and the accessibility of
data into consideration, three schools were selected for the interviews as they represented
the high, moderate and low groups, namely, School I, School A and School F.
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During the months of December 2003 to February 2004, the researcher contacted the
administrators of the chosen schools prior to making appointments with the teachers for
the interview sessions at their schools. In each of these schools, three teachers
participated on a voluntary basis and they all agreed to involve themselves in the study.
This included their agreement to take part in the interviews and to allow the researcher to
analyze their teaching portfolios on site.
Review of documents
In this study, the documents to be analyzed were the nine respondents’ teaching
portfolios in written form, most compiled in file and folder styles in standard A4 size.
Some of these portfolios had already been submitted as part of an application for official
ranking promotion or academic titles. Some were previously used as examples among
peers and displays in exhibitions. Most were ready for presentation, while a few still
needed some finishing work. Though the format and organization of the portfolios varied
among the teachers in different schools and within the same school, they had much in
common concerning the contents. In summary, all teaching portfolios included both
official and self-prepared documents which can be categorized as follows:
1. Personal data – This included personal profile, educational background, official
records of years in service, reports on leaves taken, official documents for
assignments or special duties, seminar or workshop attendance certificates, special
decoration or award certificates, personal philosophy or statements on teaching
and learning, reports on special projects accomplished, photographs taken on
various occasions such as the award ceremonies, school activities, opening
ceremonies of seminars and other events and etc.
2. Work-related documents – This included teaching-related materials: course
descriptions, teaching manuals, testing materials, self-made teaching tools or
materials, some outstanding pieces of students’ works, students’ achievement
reports, students’ evaluation reports, awards or scholarship won by their students,
special worksheets for class activities, feedback or evaluation records done by
students, photographs taken on poster sessions or special class activities, etc.
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3. Innovation projects – This included innovation projects or some outstanding
projects initiated or organized. Details, examples and photographs were included
with some official evaluation reports attached. Often these were separated for
showcase purposes.
4. School data – This included details and information of the school the teachers
belong to such as historical background, location, local communities, general
statistics, past achievements or special recognitions given to the school, etc.
As most teachers involved in this stage of the study were reluctant to give away copies of
their portfolios in full or in parts, the researcher was allowed to study the nine portfolios
on site after the interviews. Notes were taken on general contents and special features and
questions were asked to clarify choices of format and contents. Nature of each filed
document was noted for comparisons and details were recorded for individual cases.
Evidence to confirm some of the answers given earlier during the interviews was also
identified at this stage for accuracy of the data collected.
Methods of verification
In order to ensure internal validity of the data collected in the qualitative methods -interviews and documents, the researcher employed the following strategies:
1. Triangulation – The researcher first approached the school administrators in all
the three schools chosen for the interviews and review of documents. Information
concerning the school policies and practices on teaching portfolios was collected
from the discussions with the administrators and other personnel responsible for
the school portfolio projects. Some documents were shown to the researcher, such
as the portfolio format designed by the schools for the teachers, some seminar
handouts about portfolio construction guidelines and some government
documents related to portfolio requirements. After that, the researcher began the
interview sessions. As the respondents were asked to answer a set of the
questionnaires before being interviewed, the researcher was able to cross check
their answers as the questions in the questionnaires and the interviews were
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similar. The analysis of the documents in the later stage also provided evidence
and confirmation of their answers as well as examples and additional explanation
of more complicated issues, particularly their personal interpretations of the
impact of teaching portfolios on their teaching practices. The multiple sources of
data made possible the internal validity test of the responses collected in these
qualitative methods. The use of triangulation thus reflected the researcher’s
attempt to secure an in-depth understanding of the phenomenon in question as
triangulation, as an alternative to validation, adds rigor, breadth and depth to any
investigation (Denzin &Lincoln, 1994; Fielding & Fielding, 1986; Flick, 1992).
2. Member checking – Follow-up phone calls and second visits allowed the
researcher to establish an ongoing dialogue with the respondents regarding the
researcher’s interpretation and the respondents’ reality as presented in the
interviews. As suggested by Creswell (2003), member checking can be used to
determine the accuracy of the qualitative findings through taking the final report
or specific descriptions or themes back to participants and determining whether
the participants feel that these are accurate. In this study, once the tapes recorded
during the interviews were transcribed and the answers were organized, the
respondents were asked to add or verify whether the answers taken down were
indeed what they meant to say.

Mixed methods data analysis
Onwuegbuzie and Teddlie (2003) proposed that a mixed methods analysis offers a more
comprehensive analytical technique than does either quantitative or qualitative data
analysis alone.
In particular, mixed methods data analysis allows the researcher to use the
strengths of both quantitative and qualitative analysis techniques so as to
understand phenomena better. The ability to get more out of the data provides the
opportunity to generate more meaning, thereby enhancing the quality of data
interpretation (Onwuegbuzie & Teddlie, 2003, p.353.)
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These authors also claimed that mixed methods analysis allowed the researcher to fulfill
the five purposes of mixed methods evaluations outlined by Greene et al. (1989):
triangulation, complementarity, development, initiation and expansion. As the sequential
explanatory design of mixed methods was selected for this study for the purpose of
confirming and expanding the data gathered by the quantitative methods with the data
gathered by the qualitative methods, the researcher found this proposal most appropriate
for the data analysis in this study. Discussing the same issue, Creswell (2003) pointed out
that data analysis in mixed methods research occurred both within both the quantitative
approach and the qualitative approach, and often between the two approaches.
The data collected in the survey (quantitative approach) in the first phase of this study
were analyzed and used to determine the participants in the interviews and review of
documents (qualitative approach) in the second phase. Consequently, data gathered from
both approaches would be analyzed and used in answering the research questions. In light
of representativeness and legitimation, the researcher wished to be able to extract
adequate data and validate the data by employing the mixed methods data analysis. The
following table shows the stages which were proposed by Onwuegbuzie & Teddlie
(2003), then adapted and applied for the data analysis process in this study.
Table 4.9. Stages of mixed methods data analysis process
Stage

Definition

1. Data reduction

Reducing quantitative data (e.g. descriptive statistics, exploratory factor analysis)
and qualitative data (e.g. exploratory thematic analysis)

2. Data display

Reducing quantitative data (e.g. tables, graphs) and qualitative data (e.g.
matrices, charts, graphs, networks, lists)

3. Data transformation

Qualitizing and/or quantitizing data (e.g. possible use of effect sizes, exploratory
factor analysis)

4. Data correlation

Correlating quantitative data with qualitized data

5. Data consolidation

Combining both data types to create new or consolidated variables or data sets

6. Data comparison

Comparing data from different data sources

7. Data integration

Integrating all data into a coherent whole or two separate sets (i.e., quantitative
and qualitative ) of coherent wholes

Source: Onwuegbuzie & Teddlie (2003, p.375)
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The analysis of data from both quantitative and qualitative approaches was carried out in
seven stages as described below:
1. Data reduction – At the beginning of this stage, guidance and suggestions were
sought out by the researcher from the supervisors, research experts from the
University of Wollongong and Assumption University. First and foremost the data
gathered from the survey instrument, 485 questionnaires, were computed for
descriptive and inferential statistics. Included in the descriptive statistics were
measures of frequency, mean, percentage and standard deviation. The inferential
statistical analysis of the quantitative data included t test, ANOVA, correlational
analyses, and multiple regression analysis. Data from the open-ended question
added as the last item on the questionnaire for the respondents’ additional
comments were subjected to content-based analysis and quantitized. Data
gathered from the qualitative methods, interviews and review of documents, were
reduced by confirmatory content analysis to suit the purpose of the study. This
included transcribing the interview tapes, writing summaries, coding, making
clusters and writing memos. The analysis of the data from the interviews and
review of documents provided the researcher with four emerging themes. These
four themes evolving around the research questions were later used to structure
the data presentation in Chapter Five.
2. Data display – Consultations with the supervisors and experts from the University
were made concerning the ways and means to reduce and organize the analyzed
data in the most appropriate and simplified fashion for accuracy and clear
understanding in the data presentation stage. For numerical data, tables were
recommended. Qualitative data displays included both narratives and some
quantitized forms for effective presentation.
3. Data transformation – The process of data transformation adopted herein was
literally employed to define the modification of data in quantitative and
qualitative forms to fit specific purposes. As well as the focus on factors included
in the research questions, the additional themes which emerged during the study
were also taken into consideration in designing the appropriate data types for
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presentation in the later stage. There were mixed types for both quantitative and
qualitative data as each decision made was deemed most appropriate and effective
for the specific purpose.
4. Data correlation – The process of data correlation occurred during the data
analysis process of both quantitative and qualitative output. Correlational analyses
were conducted in the process of inferential statistical analysis and as the
researcher employed triangulation for the purpose of validation, data collected
from the nine respondents who not only participated in the interviews and review
of documents but also answered the questionnaires was correlated.
5. Data consolidation – The study aimed to investigate the use of portfolios by the
teachers as well as the impact of portfolios on the teachers’ beliefs about their
practices in teaching and learning. As the mixed methods approach was selected
for the study for multiple purposes, including development: to increase validity of
the study wherein the first method is used sequentially to help inform the second
method (Greene et al., 1989), both quantitative and qualitative data collected and
analyzed were consolidated throughout various stages. By combining data in both
quantitative and qualitative forms, the consolidated data could be effectively used
for further analysis in later stages.
6. Data comparison – Data collected and analyzed in both quantitative and
qualitative forms were compared as the data were subjected to triangulation for
validation purpose. For further analyses, data in both forms was compared for
initiation and complementarity purposes (Greene et al., 1989).
7. Data integration – Besides the purpose of describing the phenomenon of the use
of teaching portfolios, the researcher also aimed to provide insights for those
responsible for the improvement of relevant policies and practices in the system.
With this in mind, the research sought to integrate data gathered from multiple
sources and in multiple forms in the data interpretation stage. In the attempt to
present a holistic picture with consolidated and integrated data, the researcher
employed mixed methods data analysis and integrated data for the final
interpretation stage.
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Data presentation
The purpose of this study was to investigate the use of teaching portfolios by secondary
schools teachers as a part of the mandated Quality Assurance requirements in Thailand as
well as the impact of the use of portfolios on the teachers’ beliefs and practices in relation
to teaching and learning. The researcher selected a mixed methods approach in
conducting this study due to the nature of the research problems being both confirmatory
and exploratory. Such selection is supported by a wide consensus that mixing different
types of methods can strengthen a study, particularly one with combined or mixed
purposes (Greene & Caracelli, 1997; Creswell, 2003; Punch, 1998; Tashakkori & Teddlie,
2003).
In this study, the quantitative and qualitative approaches were employed in a sequential
strategy to answer the research questions:
1. In what ways do the teachers use and develop their portfolios?
2. How do the teachers perceive the use of portfolios?
3. What is the impact of the portfolio development process on the teachers’ beliefs
about their practices in relation to teaching and learning?
The integration of both approaches occurred in various stages of the study and the
combination of both approaches was carefully planned to facilitate the study and serve
specific purposes where and when necessary. Creswell et al. (2003, p.221) contended that
it was possible for mixed methods researchers to integrate components of both
quantitative and qualitative research during the different phases of question specification,
data collection, data analysis and interpretation. Table 4.10 illustrates the various stages
of integration of the two approaches.
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Table 4.10. Stages of integration of quantitative and qualitative approaches
Research

Quantitative

problems/

Data collection

Data questions

method

Data analysis/procedure

Data interpretation

Confirmatory

Instruments

Descriptive statistics

Generalization

Observations

Inferential statistics

Prediction based

Outcome based

Documents

Interpretation of

Score oriented

theory

Closed-ended
process
Predetermined
hypotheses
Qualitative

Exploratory
Process based
Descriptive

Interviews

Description

Documents

Identify themes/ categories

Observation

Look for inter-connectedness

Larger sense-

Audiovisual

among categories/themes

making

Participant-

(vertically and horizontally)

determined
Phenomenon
of interest

process

Particularization
(contextualizing)

Personal
interpretation
Asking questions

Open-ended
process
Text/image
oriented

In Chapter Five, the study findings from both quantitative and qualitative approaches will
be integrated and presented according to the themes which emerged from the data
analysis of the study, particularly the data from the interviews and review of documents.
Table 4.11 describes the data collection techniques employed in the coverage of each of
the four themes and Table 4.12 shows the details of the survey questions categorized by
the themes.

Methodology 113
Table 4.11. Summary of data collection techniques employed
Domain of interest/themes

Data source
Survey

Interviews

Review of documents

Use of teaching portfolios

Yes

Yes

Yes

Development of teaching portfolios

Yes

Yes

Yes

Teachers’ perceptions of teaching portfolios

Yes

Yes

No

Yes

Yes

No

Impact of teaching portfolios on teachers’
beliefs about their practices (in relation to
their teaching and learning)

Table 4.12. Survey questions according to the study themes
Question
Domain of interest/themes
Use of teaching portfolios

numbers
14

Question statements
Rate the following statements in terms of
their importance as to why you developed a
portfolio.

Development of teaching portfolios

10

When did you first complete a portfolio?

11

Have you ever had formal training related to

12

portfolio?

13

What did you include in your portfolio?
What constraints did you find in the

17

construction of your portfolio?
Rate the following in relation to how useful

18

they are in the construction of your
portfolio?
Given your current state of portfolio, please
rate items in terms how they would help you
to create a better portfolio.

Teachers’ perceptions of teaching portfolios

15

Rate how strongly you agree or disagree
with the following statements.

16

Rate the following statements, in relation to
the benefits you expect to gain from your

20

portfolio.
Rate how strongly you agree or disagree
with the following statements.
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Impact of teaching portfolios on teachers’

19

beliefs about their practices (in relation to

Rate how strongly you agree or disagree
with the following statements.

their teaching and learning)

Notes: Questions 1-9 on the survey helped to draw the profile of the survey participants
and they included the following: gender, age, education, position, and number of years in
teaching experience, school level, school size and class size. Question 21 (Please give
other suggestions or comments related to the use and development of teaching portfolios
here) provided data responding to the two themes: the use and development of teaching
portfolios for the content analysis. Table 4.13 outlines the interview questions that relate
to the four themes addressed in the study.
Table 4.13. Interview questions according to the four themes
Question
Themes

numbers

Question statements

Use of teaching portfolios

1

How do you use teaching portfolios?

Development of teaching portfolios

2

What are your purposes in developing your portfolio?

3

How did you start your portfolio project?

4

Describe the steps you took in developing your
portfolio.

5

What are the factors you find most useful in developing
your portfolio?

6

What are the difficulties you had in developing your
portfolio?

7

What do you think will be helpful to you in developing
a portfolio?

8

What did you include in your portfolio and why did you
include them there?

9

Did you include any personal learning experiences in
your portfolio? If yes, what and why did you include
them? If no, why not?
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Teachers’ perceptions of teaching

14

portfolios

How do you find the use of teaching portfolio as a tool
for performance assessment as a part of the Quality
Assurance requirement?

15

Do you think developing a portfolio is useful to you in
your teaching or learning? If yes, how? If no, why not?

Impact of teaching portfolios on

10

Can you give me an example of a topic or several

teachers’ beliefs about their

lessons that you have been teaching? Why do you teach

practices (in relation to their

that way? What are your beliefs about teaching? Is there

teaching and learning)

evidence of this in your portfolio?
11

Can you give me an example of different ways in which
students learn in your class? Why do you think they
learn that way? Is there evidence of this in your
portfolio?

12

Do you think the use of portfolios has any impact on
your beliefs or practices in relation to teaching and
learning? If yes, how? If no, why do you think so?

13

Have your beliefs and practices changed as you develop
your portfolios? Can you give some examples of such
changes?

The data presentation of the findings from the interviews includes both qualitative and
quantitative forms as excerpts from the transcribed tapes and tables are combined. The
review of documents which focused on the two themes, which are the use of and the
development of portfolios, provides findings from the study of the format and contents of
the participants’ portfolios. The data are presented in descriptive texts and tables where
appropriate.

Ethical issues
Prior to the conduct of the study, the researcher was granted the approval of the Human
Research Ethics Committee at the University of Wollongong. Permissions from the
Ministry of Education and all the schools involved in any stage of the study were given in
official documents. Consent from the teachers who took part in the study was obtained
prior to the data gathering at all stages (see Appendix C).
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Given the limited experience and training of the researcher, the issues concerning ethical
considerations were carefully thought out and precautions were taken at every step where
the subjects’ privacy and rights were concerned. In essence, most concern revolved
around the issues of harm, consent, privacy and confidentiality of data.
The researcher has been both conscious of and cautious with the micro politics of the
workplace, collegiality and interpersonal relationships of the teachers who volunteered to
participate in this study. Agreements were made with those assigned by the school
administrators to be school coordinators in the distribution of the survey questionnaires
that the teachers would take part in either the survey or the interview and later the
portfolio analysis process on a voluntary basis. No identification was needed or given on
any survey questionnaires, completed or not when collected from each school site.
Whether they chose to take part in the study or not, the teachers in all the chosen schools
would face no risk of any harm or embarrassment as a consequence. The researcher’s
identification and intention were made clear and the teachers were assured that their
participation or refusal would not be considered as a part of their performance or would
not pose any accusation or harm to them in any circumstances. During the interviews, the
researcher ruled out altogether any questions or comments made on any other personnel
or colleagues in the teachers’ workplace. All the answers and discussions were focused
on the interviewees’ personal experiences and perspectives related to the use of their
teaching portfolios and their teaching and learning only. Pseudonyms for all schools and
teachers (e.g. Teacher 1 and School A) were used in the coding system throughout the
data analysis process. Identities, locations of individuals and places were concealed in
published results to protect the privacy and identity of the teachers and schools involved
in the study. Data collected were also kept in anonymous form and all kept securely
confidential for the required period before being altogether discarded.
During the interview sessions, the researcher made efforts to ensure that she was both
trusting and trustworthy. The teachers were asked to answer the written and some followup questions but they also had the liberty to stop at any stage of the interviews. There was
no time limit given to each of the questions so the teachers set their own times in
answering the questions. The teachers were encouraged to give as many details as they
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could about their ideas and experiences related to the questions but they were never
challenged on their beliefs or practices. The interviews were all conducted in privacy and
the tapes were securely kept with no names or identities of the interviewees on them.
The review of documents (teaching portfolios) was conducted at the interview sites. They
were given with the owners’ consent and no copies were made without permission from
the owners. Records made from the analysis bore no identity of the owners or the schools
where they worked and all data were kept securely confidential throughout all processes
of the study.

Limitations
This study was deemed to have several possible limitations. First of all, the unit of
analysis in this study was teachers in public secondary schools in Bangkok; participating
schools were solicited from this particular area for reasons of physical manageability and
data accessibility. Thus, this purposeful sampling design may not represent the general
population of teachers in secondary schools in Thailand.
Furthermore, the teachers within the chosen schools for the survey were self-selected
volunteers and they might not be representative of all teachers in those schools. In
addition, the teachers who participated in the interviews and the subsequent review of
documents were those willing to do so and might not have been representative of the
three schools, chosen by the high, moderate and low positive degrees of responses on the
questionnaire questions on portfolio impacts and perceptions of portfolios as tools. It is
possible that the teachers whose responses belonged to the moderate or low categories
might not choose to participate in the study and those who did volunteer were those in the
high category.
Lastly, data collection in all stages may be limited by the participants’ willingness to give
honest responses, their individual ability to offer accurate information concerning their
past experiences and self-selected accounts of events, and their sensitivities to their own
perceptions of changes in beliefs and practices.
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Summary
In brief, a mixed methods approach with the Sequential Explanatory Design (Creswell,
2003) was chosen for this study as it serves well the purposes of triangulation,
complementarity, development, initiation and expansion (Greene et al., 1989). Data
gathering procedures in the study include the use of a survey questionnaire, interviews
and review of documents. Two pilot studies were conducted in the development process
of the survey questionnaire. Several methods of verification were employed to ensure
internal validity of the data collected from the interviews and review of documents. Data
analysis in this study includes the following processes: data reduction, display,
transformation, correlation, consolidation, comparison and integration (Onwuebuzie &
Teddlie, 2003). In the next chapter, findings from the study are presented according to the
themes which have been developed from the research questions.
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Chapter Five
Research results
Overview of the chapter
In this chapter, the results of the study are presented in an integrated form according to
the themes of the study which have been developed from the research questions.
Responses from the survey, interviews, and review of documents were combined and
integrated in presenting the results of the study through the following themes:
- Use of teaching portfolios.
- Development of teaching portfolios.
- Teachers’ perceptions of the use of teaching portfolios.
- Impact of teaching portfolios on teachers’ beliefs about their practices in
relation to their teaching and learning.
Findings from the survey are presented in both quantitative and qualitative forms. Data
are used to provide the participants’ profile and responses to each question were
analyzed, summarized and are presented in tables. Open-ended text responses from the
survey (question 21) are also included.
The interview data to be presented in this chapter has been analyzed and collated.
Information has been gleaned from the responses and summarized. Actual quotations or
excerpts from the interview respondents are inserted in the text where appropriate. Tables
are also used to display information extracted from parts of the interview texts.
Data collected from the review of documents are focused on the two themes: the use of
and the development of portfolios as viewed by the researcher including the formats and
contents of the participants’ portfolios, as well as the forms and nature of the documents
included in the portfolios. Findings are presented in descriptions of the form and nature of
contents.
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Other results from further investigations by inferential statistical analyses in relation to
possible models of the participants’ perceptions of teaching portfolios as tools, and
differences between groups of participants, are included where significant relationships or
differences are noted.

Participants’ profile
The population in this study was drawn from the 12,662 teachers in public secondary
schools in Bangkok, Thailand. Participants were recruited by purposeful sampling from
11 schools in 10 educational service areas in Bangkok. The researcher sent out the
questionnaires in the numbers requested by the administrators of the chosen schools. In
total, 1020 questionnaires were sent, and of the 562 returned from 10 schools in 9 areas,
77 were returned by teachers who did not respond to Question 10 (When did you
complete your portfolio?). Consequently, these 77 questionnaires were excluded as the
study aimed to investigate the use of portfolios among teachers who had already
completed their portfolios, at the latest, in the academic year 2002. Finally, the unit of
analysis for the survey was totaled at 485. Table 5.1 outlines of the number of survey
questionnaires distributed and the number of responses received from each of the 10
schools.
Number of questionnaires
Table 5.1. Distribution of survey questionnaires by schools
School

Questionnaires

Number of

Response rate

distributed

responses

by percentage

A

40

27

67.50

B

100

53

53.00

C

80

40

50.00

D

80

58

72.50

E

120

91

75.83

F

120

71

59.17

G

120

72

60.00

H

80

20

25.00
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I

80

20

25.00

J

100

33

33.00

Total

920

485

52.72

The differences in the response rates of the questionnaires among the schools
participating in the study are possibly due to the nature of the survey distribution and
collection system in each school, and degrees of interest and collaboration on the part of
the teacher who volunteered to join the study as all schools were given the same period of
time for completion.
Gender and age
Participants included male and female teachers in public secondary schools and were
classified in four different age groups, ranging from under 25 to 45 and over. It is
important to note that the majority of the participants are female aged 45 and over,
whereas there were a very small number of those under 25. Female participants make up
almost 70% of the total surveyed. Table 5.2 indicates the distribution of participants by
gender.
Table 5.2. Participants by gender
Gender

Frequency

Percent

Female

337

69.5

Male

114

23.5

No response

34

7.0

Total

485

100.0

Table 5.3 outlines the distribution of participants by age, in which those under 25 years of
age is the smallest group in number (1.2%).
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Table 5.3. Participants by age
Age group

Frequency

Percent

6

1.2

25-34

25

5.2

35-44

112

23.1

45 and over

322

66.4

No response

20

4.1

485

100.0

Under 25

Total
Education level

Questions 3 and 4 on the survey questionnaire asked the participants about their highest
educational level and whether or not they had any formal qualifications in the field of
education. The majority of participants held Bachelor’s degrees while none held a
Doctoral degree. Table 5.4 outlines the participants’ education level.
Table 5.4. Participants’ highest educational degrees earned
Degrees earned

Frequency

Percent

381

78.6

Master

87

17.9

No response

17

3.5

485

100.0

Bachelor

Total

Qualifications in education
It is interesting to note that almost 20 % of the participants did not have any formal
qualifications in teacher education which meant that they joined the teaching profession
with no or little background of pedagogy. When asked about those who did not hold
qualifications in the field of education, school administrators identified them as most
likely to be those with much required degrees in science and foreign languages teachers.
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Table 5.5. Participants’ qualifications in education
Qualification
in education

Frequency

Percent

No

87

17.9

Yes

398

82.1

Total

485

100.0

Current positions
When the participants were asked about their current positions in the schools and their
years in teaching, both part-time and full-time, most identified themselves as general
teaching staff and the majority of those surveyed had over 20 years of teaching
experience. In further explaining the possible details of the last option (Other, please
specify), the researcher found from discussions with several school administrators that it
was likely they were administrative positions, ad hoc committee appointments, and other
special posts for particular duties or assignments, such as project leaders, supervisors and
coordinators.
Table 5.6. Participants’ current positions
Position

Frequency

Percent

363

74.8

Year leader

14

2.9

Subject leader/coordinator

43

8.9

Department head

52

10.7

Other

12

2.5

1

0.2

485

100.0

Teacher

No response
Total
Teaching experience

It is interesting to note that there are large gaps between the participants with less than 20
years of teaching experience and those with more than 20 years of teaching experience.
Out of the 485 surveyed, there were only two teachers who had just started their teaching
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careers in the academic year the study took place. Table 5.7 outlines the participants by
the number of years of their teaching experience.
Table 5.7. Participants’ years of teaching experience
Number of years

Frequency

Percent

Less than 1

2

0.4

1-5

9

1.9

6-10

26

5.4

11-20

105

21.6

Over 20

340

70.1

3

0.6

485

100.0

No response
Total
School level and size

All the schools chosen for the survey were large schools with student enrolments of 1500
and over and they offered classes in both levels 3 and 4 (Grade 7-12). There were some
participants who were not aware of such facts and marked incorrect choices for their
schools; 8% of the participants thought their schools were of small or medium sizes.
From further investigations, the researcher found that the lack of dissemination of such
factual and statistical information to all concerned was partly the cause of the
participants’ failure to correctly respond to these two questions. Due to the inconsistency
of the results from these two questions, findings are not hereby included.
Class size
When asked about the average number of students per class, more than half of the
participants had 30-50 students in their classes. A large number of participants (35.1%)
had more than 50 students in their classes. Table 5.8 shows the distribution of the average
number of students in the participants’ classes.
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Table 5.8. Participants’ class size
Number of students
per class

Frequency

Under 30

Percent
7

1.4

30-50

283

58.4

Over 50

170

35.1

25

5.2

485

100.0

No response
Total

Summary of the participants’ profiles
In conclusion, the largest group of participants in this survey was of female teachers aged
45 and over, totaling 230. The smallest group of participants, numbering only 2, was of
male teachers aged under 25. The participants were teachers in civil service who worked
in public secondary schools (Grade 7 to 12) of large size with over 1500 students in the
Central District (Bangkok) of Thailand. The majority of these teachers had Bachelor’s
degrees with more than 10 years of teaching experience and more than half of them
taught in classes with 30 to 50 students.

Use of teaching portfolios
Analysis of data, collected by both quantitative and qualitative methods -- survey,
interviews and review of documents -- is included in this section to show how the
participants used their portfolios.
Purposes in developing
When asked to rate 6 statements in terms of their importance as to why they developed a
portfolio, the respondents rated their responses on a Likert scale of 5, from not
important, little important, moderately important, very important and most important,
valued for statistical analysis at 1 to 5. Summary of the responses is displayed in the
following table.
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Table 5.9. Responses on purposes of the use of portfolios
Moderately
Number

to most

of

important

responses

in %

Mean

Std Dev

e. QA requirements of the Ministry

471

88.9

3.49

0.913

a. Performance assessment requirements

475

86.1

3.42

0.932

472

82.8

3.27

1.016

f. To improve my teaching

474

82.5

3.42

1.091

d. To apply for an academic title

466

77.7

3.23

1.097

b. To apply for higher official ranking

472

77.6

3.18

1.084

Overall

480

3.275

0.807

of the school
c. To apply for peer-coaching grants (Kru
Tonbab)

(NTQ 1-4)

The findings show that majority of the participants were in agreement that their purposes
in using teaching portfolios were related to the Quality Assurance policies and procedures
(88.9%), the school requirements in response to the policy (88.6%) and their personal
goals for professional improvement (82.5%) which include applying for grants and
improving their teaching. The survey responses were reaffirmed by similar responses
from those 9 teachers interviewed. Most of the interview respondents agreed that they
primarily used their portfolios to fulfill the requirements of the schools which derived
from the Quality Assurance regulations and requirements by the Office of National
Educational Standards and Quality Assurance, under the supervision of the Ministry of
Education.
Teacher 1: It was a requirement of the school that all teachers must have their
teaching portfolios in response to the Quality Assurance policy of the government.
It is a part of the teaching-learning reform process.
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Teacher 4: First of all, we all did it (constructed a teaching portfolio) to fulfill the
requirements of the Ministry and the school. From there, it is expected that we
(teachers) will all learn something useful to improve the way we teach our
students. Then we can have as well the evidences of our achievements in case we
want to apply for the official ranking promotion.
Teacher 6: It is mainly to abide by the school regulations for performance
assessment. They (school administrators) first started by encouraging all teachers
to participate in some training and then supported us with other necessary
resources and facilities.
However, three out of the nine teachers interviewed said that they saw their use of
portfolios more for personal interests.
Teacher 7: It all started after my educational trip to Kanjanaburi (a province in
the West of Thailand) at a particular school. Seeing those teachers’ works made
me want to achieve something myself. So I got some ideas from them and
developed my own system of collecting documents related to my teaching and
my teaching career. Some of these materials were too big to fit in my files so I
just took photos of them.
Teacher 8: I wanted to use my portfolio in applying for the grant in Kru Tonbab
projects. So that was how I got started. Then I felt like doing it for myself as I
could see what I had done in the past year. I still stick to the format suggested
for Kru Tonbab application though. For me, it is more for my personal
development now. I can compare my achievements this year with those of last
year and see how my students have improved and I have improved as a teacher.
Teacher 9: Just for my own record, that was my first intention in using my
portfolio to keep track of general statistics related to my works and some
personal achievements. I intend to keep them for my afte- retirement years. We
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all forget things we do today so these portfolios will help me remember what I
used to do and be proud of what I have done all these years as a teacher.
Portfolio formats and contents
The findings from the review of documents on the nine teaching portfolios of the
interview respondents showed how the formats and contents of portfolios varied
according to the teachers’ purposes of use, personal preferences, and school policies.
Though there were differences in their order and organization of documents, portfolios
were similar in formats and contents. In summary, the formats adopted by these nine
teachers could be categorized into three types.
Type I:

The format in response to the requirements and evaluation standards set by the
Teachers Council of Thailand (1994 and 1999) and the Teacher Civil Service
Commission (2000) for official ranking promotion and the NTQ titles.

Type II: The format in response to the Kru Tonbab (model teachers) projects by the
Office of National Education Commission (2000).
Type III: The format suggested or required by individual schools in response to the
quality assurance requirements (internal and external audits).
Note: Details of the formats and contents are discussed in Chapter Three.
Type I was mainly adopted by the teachers who completed their portfolios as required by
the Quality Assurance policy and at the same time thought of using the portfolios in
applying for official ranking promotion and the academic titles (NTQ).
Type II of portfolio format was adopted by the teachers who were fulfilling the Quality
Assurance requirements and planning to apply for the grants offered by the Office of the
National Education Commission to become the Model Teacher (Kru Tonbab). With the
grants, the teachers were to conduct training sessions for other teachers from their own
and other schools. The ONEC hoped to spread the direct transfer of teaching skills and
practical understanding of the learning reform from teachers to teachers with this project.
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The evaluation criteria for the recruitment of candidates for Kru Tonbab projects focused
on three dimensions with unequal weight given to each (see Table 3.1 for details).
Thus, the teachers who adopted this format had to involve not only the supervisors,
students and other teachers in their schools but also personnel from outside the school in
their portfolio construction process. This process often proved to be more timeconsuming and required extensive personal connections within the school and with the
community around the school.
Type III format was suggested by the schools and was possibly the most flexible one as
the teachers chose to adopt the format to fit their own interests and situation.
As mentioned, the nine interview respondents whose portfolios were reviewed in this
phase were volunteers from three schools which represented high, moderate and low
score groups in the analysis of the survey responses on the factors of the teachers’ beliefs
and perception of portfolios and the portfolio impacts on their beliefs and practices.
However, the nine teachers were those who willingly volunteered to be interviewed and
to offer their portfolios for the document review process. Thus, they might not themselves
represent what their school scores did. The following table summarizes the reviews of the
nine portfolios.
Table 5.10. Summary of the nine portfolios reviewed
School

Teacher

Format

High group:

T1

Type I: the

- The format is well accepted by the school and

Teachers

guidelines were available in commercial texts

Council

and tool-kits.

Type I: the

- The format is required for the application for

Teachers

official ranking promotion and the Kru Tonbab

Council

grant.

Type II: the

- The format was suggested in the portfolio

ONEC

workshop the teacher attended.

School I
T2

T3

Reason for selection
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Moderate

T4

group:

Type III:

- The format is flexible as only the headings of

the school

each section were provided and the teacher could

School A

organize the portfolio to fit her own interest.
T5
T6

Low group:

T7

School F

Type II: the

- The format makes sense so the organization of

ONEC

the documents is easy to do.

Type III:

- The format is practical and does not require

the school

much reorganization of documents.

Type III:

- The format is suggested by the school so there

the school

is no risk in making mistakes, especially when
the government policies are still unclear.

T8

Type II: the

- The format is not much different from the

ONEC

format of the school which she started with. She
also planned to apply for the grant after she got
some positive comments and encouragement on
her portfolio from her supervisors and peers.

T9

Type III:

- The format is what he suggested after his

the school

portfolio was chosen as a model for the other
teachers who join the special interest group at the
school to work together on their portfolios.

Summary
In summary, the 485 participating teachers in this study, on average, tended to agree that
the Quality Assurance requirement for all school teachers to develop a teaching portfolio
as a part of the internal and external audit and assessment processes was an important
factor in the development of their portfolios. Other purposes of development given were
the school requirements, personal interest and self-improvement. These purposes were
relevant to teachers’ choices of portfolio formats. Most participants adopted the formats
designed by the government agencies for official ranking promotion and academic titles
and grants applications or those suggested by the school administration for teachers’
performance assessment as a part of the internal audit process. Most portfolio content
dealt with personal and school data, work-related documents, and innovation projects,
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with some exceptions of performance and conduct evaluations of the teachers by their
supervisors, peers, students and community.

Development of teaching portfolios
Analysis of data, collected by both quantitative and qualitative methods -- survey,
interviews and review of documents -- was included in this section to discuss how the
participants developed their portfolios.
Portfolio training
Question 10, in which the survey participants were asked to state when they first
completed their portfolios was intended to identify the teachers who had not yet
completed their portfolios and needed to be excluded from the study. The researcher
excluded 77 questionnaires from those received as there were no answers given in them
on this question. Of those who responded that they had already completed their
portfolios, approximately 75% stated that they had had some training related to
portfolios. From further investigations, it is found that the training included both in-house
training sessions organized by the schools with support and collaboration from the
Ministry officials, and seminars or workshops organized by other government agents,
universities and training centers. Teachers were normally required to attend the in-house
training sessions and some would be selected and assigned to attend seminars and
workshops organized in venues outside the schools. Training organized by universities or
independent training centers were optional and attendance was voluntary.
Completion period
Table 5.11. Participants’ first completion of portfolios
Year of completion

Frequency

Percent

Before 2001

131

27

2001-2002

354

73

Total

485

100
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In 1997, the new Constitution was enacted demanding the first ever national law in
education and the education reform movements began in many public and private sectors.
The main concepts governing the reform movements included equal access in education,
lifelong learning, decentralization in educational management systems, improvement of
teaching professionalism and learning and teaching reform. Along with these were the
constructivists’ concepts of learner-centeredness and authentic assessment as the main
goals of learning and teaching reform. When the National Education Act was enacted in
1999, it demanded by law in Chapter 6, Section 47 that there must be a system of
educational quality assurance to ensure improvement of educational quality and standards
at all levels (see details in Appendix A). In Section 48, all educational organizations and
institutions are required to establish a quality assurance system within their organizations
or institutions along with the requirement to prepare annual reports to be submitted to
agencies concerned and made available to the public for the purpose of improving
educational quality and standards and providing the basis for external quality assurance.
Thus the Quality Assurance policy and the requirement of teaching portfolios as a part of
the internal and external audit and assurance process were endorsed by law as early as the
year 1999.
However, it is interesting that only 27 % of the participants first completed their
portfolios before 2001, while the majority completed theirs only in the years 2001 and
2002. It should also be noted that this study included only the schools in which the
teaching portfolio was a requirement and in use and it was found out anecdotally that
many schools have not yet started their portfolio requirements. With the deadline of the
ONESQA first round of the quality audit for educational institutions at all levels set for
the year 2005, and the preliminary internal audit to be completed before the external
auditors’ visit, it seems that many schools are not yet ready to meet all the requirements
of the quality audit and assessment.
Among the nine interview participants, six had completed their portfolios before 2001
and three in the academic year 2001, which lasted from May 2001 to March 2002.
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Two in particular stated that they started their portfolio projects as early as 1997 when
there were campaigns on the promotion of the academic title Kru Tonbab by the
Teachers’ Council. Another said that she began hers right after an educational visit at a
school in the province. She got some ideas from seeing the works of the teachers in that
school and felt inspired herself. They all agreed that what prompted them to start their
portfolio projects was the Quality Assurance policy, along with the school instructions for
all teachers to abide by the government policies related to the educational reform.
Personal interests or inspirations were a part of that but not the main factors. The review
of documents which included the nine completed portfolios of those interviewed
confirmed that they all had already completed their portfolios and some had at one time
or another submitted their portfolios for approval or evaluation at their schools and to
official agents.
Table 5.12. Summary of interview responses on portfolio projects
Interviewee Year of beginning Submission for approval or evaluation
Teacher 1

1997

Not yet

Teacher 2

1999

Promoted for a higher official ranking in 2001
Won the grant for Kru Tonbab in 2002
Chosen for display in an interschool exhibition in 2003

Teacher 3

1997

Not yet

Teacher 4

2001

Not yet

Teacher 5

2000

Won the grant for Kru Tonbab in 2002

Teacher 6

2000

Not yet

Teacher 7

2000

Not yet

Teacher 8

2001

Submitted for Kru Tonbab in 2003

Teacher 9

2001

Chosen as the model portfolio for the school

All interview respondents agreed that they had some kind of portfolio-related training
prior to commencing their portfolio construction. However, most commented that the
training they received was either too short or not very practical.
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Teacher 2: All these short training courses are meaningless. The time allotted is too
short for anyone to truly learning anything. It all depends more on your teaching
and life experiences what you are putting into your portfolios.
Teacher 3: I find the workshops with guest speakers not really useful for my
portfolio projects. They give you some broad ideas what they (portfolios) are
supposed to look like. However, you are pretty much on your own when it’s time to
make decisions on what to be included and how.
More details are included in the discussions of the factors related to their portfolio
construction process. It should also be noted that these interview respondents participated
in the study volunteering and this possibly explained why the number of those already
granted awards or promotion was higher than in normal circumstances.
Portfolio content
When asked what they included in their portfolios, most survey participants listed their
personal data, responsibilities and activities, official documents and evidences of their
personal qualities. While less than 30% included statements of personal learning,
approximately 15% added statements of personal philosophy in their portfolios. Table
5.13 summarizes the survey findings on portfolio contents.
Table 5.13. Portfolio contents
Items

Frequency

Percent

Personal data

469

96.7

Responsibilities and activities

452

93.2

Government/official documents

397

81.9

Personal qualities

396

81.6

Lesson plans

379

78.1

Examples of student works

361

74.4

Syllabus/course description

304

62.7

Analysis of student evaluations

257

53.0
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Contributions

225

46.4

Organization and management

197

40.6

Analysis of samples of student works

162

33.4

Statement of personal learning

133

27.4

Statement of personal philosophy

77

15.9

Other

18

3.7

*n = 485
From the review of documents, all the nine portfolios reviewed included all the contents
mentioned above in various forms and nature. Examples given during the interviews for
the other documents which were not listed here but found in the portfolios were
documents on school data and journals. Out of the nine portfolios of the interview
respondents, only two contained statements related to the teachers’ personal beliefs and
philosophy. When asked the reasons for their choices of portfolio contents, the two
teachers who included personal statements gave the following explanations.
Teacher 1: I think it is nice to include what you believe and what your ideas about
teaching and learning are in the portfolio. When your peers read these
statements, they understand your standpoint as a teacher better. Sometimes I let
my students read these parts of my portfolio and ask them to comment on them as
well. For me, the sharing of one’s thoughts and philosophy is truly a learning
experience for both parties involved.
Teacher 3: It was recommended by some of the speakers in the training workshop
I attended. So I add it as a part of my portfolio.
From the review of documents, the researcher categorized the documents found based on
the variety of forms and nature of the documentation; that is basic, abstract, realistic and
reflective. The documents were in various forms: official papers from the government
offices or the schools and other authorities; teaching-related documents; distributed
documents or handouts; narrative reports; authentic works by students; artworks for
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decorative purposes; photographs; graphics for statistical explanations ; and maps of
school and community locations and attractions. The descriptions for the different nature
of portfolio contents based on how the documents are presented are as follows:
Basic:

presented exactly the way the documents were when obtained.

Abstract: presented as teachers’ self-created documents with no practical value
or explanation given.
Realistic: presented as teachers’ self-created documents with rationale and
practical usage.
Reflective: presented as teachers’ self-created documents with rationale, practical
usage, evaluation and reflection.
Table 5.14. Forms and nature of documents found in the review of nine portfolios
Nature
Form

basic

abstract

realistic

reflective

Official documents
-

orders, assignments,

9

instructions
-

certificates/diplomas

9

-

appointments, decorations

9

-

receipts

2

-

work records

9

Teaching-related documents
-

teaching materials

3

6

-

lesson plans

3

3

3

-

class worksheets

3

4

2

-

evaluation forms

4

4

1

Distributed documents
-

workshop/seminar handouts

9

-

meeting minutes/handouts

9

-

teaching manual

9
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-

course descriptions

9

-

syllabus

9

-

examination papers

9

Narrative reports/statements
-

evaluation analysis reports

-

learning experiences

-

innovation projects

-

beliefs and philosophy

6
1

2
6

1

3
3

1

statements
-

journals

1

Authentic works
-

students’ works

6

3

-

exhibition displays by students

7

2

Artworks
-

drawings

3

-

poems

2

Photographs

9

Graphics
-

tables/graphs

-

maps

4
4

*n=9
The documents in the basic group were mainly copies of official papers such as memos,
letters of assignments, official records and certificates of qualifications; others include
students’ assignment/ worksheets, some exhibition items in printed forms and handouts
distributed in workshops and seminars. Photographs were mainly included as evidences
of activities, while maps and drawings were parts of factual information and decoration.
Mostly, photographs taken of class activities and special events and functions were
collected as evidences with some short descriptions. There was an outstanding use of a
photograph in one case when a teacher used his photograph taken during the Red Cross
blood donation event at the school as an evidence for self-sacrificing characteristics. In
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some cases, the teaching materials and some documents related to class preparation are
prepared by the school administrators or the departments, and the teachers simply adopt
them for their classroom usage and include them in their portfolios without adding or
changing anything. There were also a few cases when the teachers used the receipts from
seminar registration fees as evidences of professional training and learning experiences
without other academic documents, reports or further explanation given.
Those documents classified as abstract in nature refer to the documents that are included
without clear application or practical usage indicated. For example, of the two teachers
who included statements of personal beliefs and philosophy in their portfolio, only one
did so as a part of their rationale in the innovation project files, explaining how her
beliefs led to her choices of actions. The other simply wrote in narrative form what her
philosophy of education and teaching mission were in abstract statements.
Most teaching-related documents were presented with realistic details and practical
information as the teachers included project descriptions and examples of worksheets and
teaching activities as well. Examination and assessment reports are also presented with
scores obtained and some analytical explanation of students’ progress or group
comparisons. There were a few that included students’ and teachers’ comments on the
evaluation results.
The with reflective documents were the smallest number found as only few teachers
included evaluation and comments from their supervisors, students and themselves as a
part of their project reports, evaluation analysis, or record of teaching and learning
experiences. Only one teacher included journals in his portfolio. He kept a weekly journal
as a channel of informal communication with his class students. Excerpts of comments on
his teaching and class management were highlights in the self-evaluation report section in
his portfolio. Some excerpts were also included as evidences of mutual respect and
cordial relationships with his students.
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Reflection was found in a few innovation project reports and teaching-related materials,
where the teachers noted their own thoughts about what they had done and what they
planned to do for better results in the future. Records of evaluations done by the teachers’
supervisors, peers and students were rare. Some teachers obtained some forms of
recommendations from their supervisors, but mainly for their overall performance.
Informal evaluations were evident in the forms of recommendations by peers on
particular innovation projects and comments made by students towards the end of their
courses or academic year.
Construction process
When asked during the interviews to describe the steps they took in developing their
portfolios, most respondents said they started their projects by collecting all relevant
documents according to the section headings suggested by the formats of their choices.
Then they sorted out the documents and compiled them into files. Some would add some
comments or thoughts; others would simply put the documents together. Finishing
touches were done only when they were to submit their portfolios for evaluation.
Teacher 6: I stick to the section headings as suggested by the school format. Then
I collected all the documents that were related and relevant. When I sorted
through the students’ works, I put in only the ones I thought were outstanding. I
put in examples of the lesson plans and innovation projects that were successful
and problematic. Good and successful ones for the record of my achievements
and the problematic ones to display what the real situations were and how the
problems were dealt with.
Teacher 7: Mainly I put in documents related to my personal profile and career
history. Some outstanding innovation projects were included. I also added some
teaching-related documents and after-class notes that showed how I solved
problems and overcame difficulties in teaching. Some articles I find interesting
and important to my teaching practices were included as well.
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Constraints in construction process
When asked about their experiences in developing portfolios, approximately 76% of the
survey participants listed their overloaded routine work and responsibilities as one of the
constraints in the portfolio construction process. Table 5.15 outlines the participants’
responses on constraints in the portfolio construction process.
Table 5.15. Constraints in participants’ portfolio construction process
Items

Frequency

Percent

Overloaded routine work and responsibilities

367

75.7

Unclear understanding of the purposes

297

61.2

Limited time to work on the portfolios

290

59.8

Unclear policy and procedure

276

56.9

Lack of guidance and support

224

46.2

Inadequate knowledge of portfolios and their uses

223

46.0

Lack of proper training

213

43.9

Lack of encouragement

187

38.6

Limited facilities for portfolio projects

172

35.5

Lack of motivation

172

35.5

Other

28

5.8

*n = 485
In the interviews, most respondents agreed that they had difficulties budgeting their time
for their portfolio projects as they struggled with their overloaded routine responsibilities
and other reform-related projects. They believed that these over loadings were the main
constraints in their portfolio projects. Several teachers added that with their routine work,
and at the time in their career, they could hardly afford the time required for the portfolio
projects. They felt frustrated as they knew they were not doing their best for their
portfolios due to the demands on their time.
Teacher 1: I have so many other responsibilities besides teaching my classes. We
all have to take turn taking care of the school co-op store and other special
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activities and functions. I need a good system to work on my portfolio project to
make things work.
Teacher 3: I find myself rushing through all my works and duties most of the time.
So I forget things here and there sometimes, which is normal for people my age.
There are always some papers or documents missing in my files.
Teacher 7: Time is the most important factor for me. Many resources are provided
by the school and what they don’t provide, I buy them myself. I don’t mind as I see
it as a worthwhile investment. Still I can’t manage the time to really concentrate
and do a good job for my portfolio.
Teacher 8: At my age and with all my extra assignments, time is too short for any
big projects for me. My body and brain get tired easily now and I don’t have
enough time to do all the things I want to do. It’s nothing to do with the academic
knowledge or teaching skills, it’s the restraint of time and time alone.
Other critical obstacles mentioned included lack of understanding and confusion about
the portfolio policy and procedure of the Ministry of Education, and specific
requirements of the schools on the quality assurance policy of the ONESQA.
Teacher 9: I think it all boils down to confusion and self-doubt. Some said you had
to do this way; others said no, that way was more correct. You listened to
everyone and all of them said something different from the others. At first,
portfolios were supposed to be evaluated as the main part in the external audit
and assessment. Then, they were reduced to supplementary source of data. Even
the term “portfolio” itself, we had several translated terms in Thai, and each
seems to be used for different purposes and by different authorities. Some of the
section headings are so abstract; you don’t know what to put in for evidences.
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Useful factors in construction
When asked to rate what they found useful in the construction of their portfolios, the
survey respondents rated their answers by a Likert scale of 5 choices: not important,
little important, moderately important, very important and most important, which were
later assigned numerical values of 1 to 5. The majority of the respondents (93.5%) agreed
that collaboration among peers was important in their portfolio construction process.
Other options such as informative training sessions (92.2 %), hands-on workshop and
moral support from peers and supervisors (92 %) were also found important. Table 5.16
outlines the participants’ responses on the factors they found useful in the portfolio
construction process.
Table 5.16. Responses to factors found useful in portfolio construction
Moderately
Number

to most

of

important

responses

in %

Mean

Dev

l. Collaboration among peers

475

93.5

3.73

0.855

g. Informative training sessions

471

92.2

3.69

0.859

e. Hands-on workshop

475

92.0

3.65

0.862

k. Moral support from peers and

477

92.0

3.70

0.910

474

91.6

3.67

0.883

475

91.4

3.65

0.871

f. Group meetings and working teams

474

91.4

3.66

0.866

i. Proper facilities and resources

476

91.4

3.69

0.908

a. Samples of good portfolios

477

90.0

3.59

0.902

b. Clear policy and procedure from the

475

89.5

3.67

0.936

476

87.8

3.57

0.941

Std

supervisors
d. Demonstration and presentation of the
construction process
c. Clear guidelines and instructions from
the school

Ministry
h. Mentors or project leaders
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j. Reduction on routine work and

477

87.7

3.67

1.034

3.64

0.738

responsibilities
Overall

478

* Item m (Other, please specify.) was excluded due to insignificant number of responses.
When interviewed, the nine respondents agreed that all the factors listed above were
useful in their portfolio construction process, though some proved to be more useful than
others. In support of the survey findings, two respondents specified that encouragement
and support from their supervisors and peers were most helpful to them.
Teacher 8: With the encouragement and support of the school administrators, we
set up this portfolio group. It really helps those who don’t know how and where to
begin their portfolio projects. In the group meetings, we share ideas and comment
on each other’s portfolios. When someone got a good example or good articles
from attending a workshop outside, we make copies for everyone.
Teacher 9: With the support and the encouragement of the school, you don’t feel
that you are forced to do it because it is required by the government. You do it
because it is a part of the reform process in which we are all involved. Moreover,
you do it as a part of the group and never alone. I think the school culture plays
an important role here. When we were helping each other preparing the portfolios
for the Kru Tonbab (model teacher) projects, we could really feel the team spirit
and a boost in our relationships among group members. Even in time of doubt
and confusion when the policy was still unclear about the evaluation criterion, we
shared the stress and anxiety.
Factors for better portfolios
When asked what they thought would help them to create a better portfolios, the survey
respondents rated their answers on a Likert scale: not important, little important,
moderately important, very important and most important. The five responses were later
given the numerical values of 1 to 5 for the statistical analysis. Table 5.17 presents the
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summary of the participants’ responses on the factors that would help them create better
portfolios.
Table 5.17. Responses to factors that helped to create better portfolios
Moderately
Number

to most

of

important

responses

in %

Mean

Std Dev

473

94.5

3.86

0.834

l. Collaboration among peers

471

94.4

3.83

0.829

b. Clear policy and procedure from the

473

94.3

3.92

0.847

473

94.2

3.82

0.852

a. Samples of good portfolios

474

94.1

3.84

0.854

d. Demonstration and presentation of the

471

93.8

3.82

0.868

g. Informative training sessions

471

93.2

3.78

0.847

e. Hands-on workshop

471

93.0

3.77

0.851

i. Proper facilities and resources

472

92.9

3.81

0.850

f. Group meetings and working teams

470

92.6

3.76

0.845

h. Mentors or project leaders

471

90.7

3.67

0.895

j. Reduction on routine work and

472

90.6

3.82

0.951

3.77

0.750

c. Clear guidelines and instructions from
the school

Ministry
k. Moral support from peers and
supervisors

construction process

responsibilities
Overall

476

*Item m (Other, please specify.) was omitted due to insignificant number of
responses.
It is important to point out that the majority of the survey respondents (<94%) agreed on
the (moderately to most) importance of collaboration among peers, clear policy and
instructions from the Ministry and the schools, moral support from supervisors and peers
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and samples of good portfolios as useful factors in their portfolio construction, with the
highest mean score (3.92) on their responses on the importance of clear policy and
instructions from the Ministry to help them create better portfolios.
During the interviews, most respondents agreed that if the policies concerning the use of
teaching portfolios as tools for performance assessment as a part of the QA requirements
were clear to them from the beginning, when they were asked by the schools to start
developing their own portfolios, things would be much easier for them and some teachers
believed that they would have taken less time to complete their portfolios.
Teacher 5: We all know that we have to do the portfolios as there were
instructions from the Ministry and the school. The speakers at seminars and
workshops kept saying why we had to do this and how we should do it. But I never
could get an idea what they really meant. I had absolutely no idea what a
portfolio should look like at the beginning though I understood how good it was
going to be for the students and ourselves. I ended up asking my peers and studied
from the portfolio texts. I even asked for some photo-copied examples from my
friends from other schools.
Teacher 6: It was at the beginning as if we were trying to feel our way in the dark.
We kept asking questions and none of the answers helped. Reluctance and sense
of insecurity made the whole construction process frustrating.
Additional comments and suggestions
From the open-ended Question 21 in the survey (Please give other suggestions or
comments related to the use and development of teaching portfolios here), some
comments and suggestions were collected from the respondents in relation to several
aspects of the development of teaching portfolios and the teachers’ perceptions of
teaching portfolios.
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Table 5.18. Responses to the open-ended question for comments and suggestions
Frequency

Percent

No response

403

83.1

With comments or suggestions

82

16.9

* n = 485
Most of the comments and suggestions given were mixed, with several topics included.
They were coded according to their contents and then tallied; the summary is provided in
the following table.
Table 5.19. Suggestions and comments by types and topics
Type/topic

Count

Suggestions
- assessment of teaching portfolios

1

- practicality in portfolio construction system

1

- construction of survey instrument

1

Comments
- development of teaching portfolios

43

- teachers’ perceptions of teaching portfolios

52

* n = 82
The comments on the development of teaching portfolios focused mainly on the
difficulties or disadvantages the teachers experienced during the portfolio construction
process. Additional comments confirmed the findings from the survey and interviews that
finding time to work on portfolio projects was the main constraint for the majority of
participants. With more than 10 comments on the portfolio construction process as timeconsuming, one respondent wrote:
The portfolio construction process takes too much time which probably affects the
students. Teachers should be spending time with their students and on their
students, not on their teaching portfolios. I doubt if these portfolios really work for
teacher’s performance assessment.
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Approximately six respondents commented on the policies on portfolios which they
found unclear and confusing. Some of the comments included the following:
-

We need clearer policies and procedures.

-

We need clear policies from the school and the Ministry. We should be told why
we need to do all these.

-

They should give us clear and concrete policies, not with all these regular
changes. We get tired making all the changes all the time and it is a waste of time.

Comments on too much emphasis on document inventory in portfolio construction
process totaled approximately five and an equal number of comments were made on the
lack of proper training provided for the teachers in their preparation for the portfolio
requirements. Examples are as follows:
-

At present, it seems that teachers are keeping and collecting too much of these
paper works. Sometimes it seems so unnatural and a total waste of paper and all.

-

I don’t agree with this portfolio idea at all. It puts too much emphasis on
document inventory and it is a waste of paper.

-

It seems a good idea but we need good trainings to be able to do our best.

-

Teachers need to be provided with good introduction and proper training so they
can correctly fulfill the requirements.

Some respondents commented on the lack of good examples and the lack of support and
proper guidance, and insufficient resources available for them.
-

It is very difficult to get a good example to learn from.

-

The school should support the teachers more on their portfolio projects,
particularly for the necessary facilities and resources.

Other comments made on the development of teaching portfolios include the following:
-

There is too much emphasis on the specific details of the format.

-

I have not found yet any workable format.
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Summary
In summary, most participants in this study had completed their portfolios quite recently
and almost all of them included documents on personal factors and their work
responsibilities in basic forms. Few added personal statements on their philosophy and
learning experiences in their files. Some provided rationale, practical usage and
evaluation reports in their work-related document files, while a few included certain
reflective statements as a part of their reports in their portfolios. On average, they agreed
that their overloaded routine work and responsibilities and unclear understanding of the
portfolio purposes were the major constraints encountered in their portfolio construction
process. In addition, their responses on factors found useful in the portfolio construction
process showed that the participants found collaboration and support form peers and
supervisors helpful to them as much as informative training and proper facilities and
resources provided. However, on average, the participants in this study tended to view
clear policy and procedure from the Ministry of Education as the most important factor in
helping them create better portfolios. In general they tended to agree that with clear
policies from both the government, and clear guidelines and instructions from their
school administrators and some good samples of portfolios, they could create better
portfolios.

Teachers’ perceptions of teaching portfolios
In this area, the research focused on finding out how the teachers perceived the use and
development of their teaching portfolios and whether or not they thought teaching
portfolios were appropriate and effective tools in performance assessment and
professional development as suggested by the Quality Assurance policies. Survey and
interview questions were developed to gather answers and explanations related to these
issues.
Portfolio expectations
When asked about their expectations in developing a portfolio, the survey respondents
rated their agreement and disagreement on a Likert scale of 5: strongly disagree,
disagree, uncertain, agree and strongly agree. These choices were later given numerical
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values of 1 to 5 in the statistical analysis of responses. Table 5.20 summarizes the
participants’ responses on their portfolio expectations.
Table 5.20. Responses on expectations of portfolio projects
Agree&
Number

strongly

of

agree in

responses

%

Mean

Std Dev

477

55.6

3.42

.935

481

54.2

3.41

.988

b. To construct a quality portfolio

481

47.9

3.43

.744

c. To obtain a good grade

477

40.2

3.35

.762

a. To complete on time

481

38.7

3.31

.785

d. To gain a reward on completion

474

19.8

2.86

.910

Overall

483

3.27

.692

e. To learn something about my teaching
practices
f. That the experience of developing a
portfolio will improve my teaching

The responses indicate that more than half (54.2-55.6%) of the respondents were in
agreement that they expected to learn and improve their teaching from their portfolio
experiences, while only about 20% agreed that they expected to gain any reward on
completion of their portfolios. The mean scores show that on average the responses lay
between uncertain and agree on most items listed, except for the expectation to gain a
reward on completion (2.86).
Benefits expected
When asked the benefits they expected to gain from their portfolios, the survey
respondents rated their responses on a Likert scale of 5: not important, little important,
moderately important, very important and most important. These choices were later given
numerical values of 1 to 5 in the statistical analysis of responses. Table 5.21 outlines the
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summary of the participants’ responses on the benefits they expected from their portfolio
projects.
Table 5.21. Responses on benefits expected from portfolio projects
Moderately
Number

to most

of

important

responses

in %

Mean

Std Dev

475

92.4

3.54

0.829

469

84.4

3.33

0.954

c. Improve skills and abilities as a teacher

474

84.1

3.28

0.958

e. Draw on past experiences and

471

82.6

3.24

0.988

f. Better understand students’ learning

469

82.6

3.23

1.008

h. Receive government grants (Kru

465

76.8

3.07

1.003

b. Obtain higher official ranking

474

74.5

3.02

1.010

d. Facilitate collegial relationships

472

73.3

2.99

0.991

Overall

477

3.17

0.799

a. Collect artifacts and evidence of my
teaching
g. Reflect on my teaching and student
learning

knowledge

Tonbab)

The responses showed that the majority of the participants were in agreement with the
(moderately to most) importance of the benefits they expected from their portfolio
projects as personal records and improvement of their professional skills as teachers
(82.6-92.4%), while 73.3 – 76.8 % agreed on the importance of other benefits for their
professional promotion such as government grants and relationships with their peers.
All interview respondents agreed that they didn’t expect any rewards or promotion of any
kind from their portfolios when they first began developing them. Though two
respondents confessed that they simply did what they had to do at first, after a while they
realized that they could learn about their own teaching practices and manage some
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changes for improvement from their portfolios. Some thought of their portfolios as
mainly tools for self-development.
Teacher 4: First and foremost, it is for the improvement of my teaching practices.
Secondly, it is to fulfill the requirements of the school.
Teacher 6: Though it is required as a part of the QA policies by the schools, not
all the schools are serious about this. I know some teachers in other schools
where they are not required to do the portfolios. It’s up to them whether they want
to do them or not. For me, I see it as a good system to keep my own record. When
the new academic year approaches, I can look back at what I did and
accomplished in the past year and see how I can improve my lesson plans and
teaching styles.
Perceptions of portfolios as tools
In response to Question 20 when they were asked whether they perceived teaching
portfolios as appropriate and effective tools for performance assessment and professional
development, the survey respondents rated their agreement and disagreements on Likert
scale of 5 ranging from strongly disagree, disagree, uncertain, agree, and strongly agree.
These choices were then given numerical values of 1 to 5 for the statistical analysis of the
responses. The responses showed that in average participants tended to agree that
teaching portfolios were appropriate and effective as tools for both teachers’ professional
development (3.28) and performance assessment (3.23). Table 5.22 outlines the
participants’ perceptions of teaching portfolios as tools for professional development and
performance assessment.
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Table 5.22. Responses on the usefulness of portfolios as tools
Agree&

b. Teaching portfolios are appropriate and

Number

strongly

of

agree in

responses

%

Mean

Std Dev

472

46.8

3.28

1.021

472

44.5

3.23

1.010

3.25

0.994

effective tools for teacher’s professional
development.
a. Teaching portfolios are appropriate and
effective tools for teacher’s performance
assessment.
Overall

473

It is important to note that almost half of the survey respondents (44.5-46.8%) agreed or
strongly agreed that teaching portfolios as tools were appropriate and effective for both
professional development and performance assessment. The mean scores show that in
average their responses lay between uncertain and agree (3.25).
However, there were some negative comments made on the usefulness of teaching
portfolios as tools. The open-ended question added as the last entry in the survey gave the
respondents an opportunity to express their comments, and offer any suggestions.
Responses from the open-ended Question 21 in relation to the teachers’ perceptions of
teaching portfolios include both positive and negative comments. Table 5.23 outlines the
summary of the responses.
Table 5.23. Perceptions of teaching portfolios as tools
Comments

Count

A tool for performance assessment
- not a true evidence of good teaching

12

- no guarantee for the originality of the documents filed

7
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- practical and systematic

7

- inadequate to reflect all aspects in teaching

6

- lack of acceptable standard in portfolio evaluation

3

- encouraging active and good performance

2

- too much emphasis on student works and presentation style

1

A tool for professional development
- useless for the students

8

- causing grievances and trouble among peers

3

- useless and impractical

2

- causing competitiveness among peers

1

*n = 52
Some of the comments made on the use of teaching portfolios as tools for performance
assessment and professional development include the following:
-

It is a very good system to record all the evidences of our teaching.

-

It is systematic and very detailed so it provides a good reference for our academic
career and history.

-

If one has an outstanding portfolio but hardly takes one’s responsibilities
seriously and never volunteers to help in anything, the teaching portfolio has no
real use but simply serves as a Mai Gun Mar (a stick to ward off stray dogs).

-

Everything planned so far in the course of the educational reform is good but it
all depends on how things are managed. If we are not careful, we can be easily
fooled. Many teachers are good only on papers and these papers are fake.

In their responses on how they perceived the use of teaching portfolios as tools for
performance assessment and professional development, all interview respondents said
that teaching portfolios were very practical and useful tools for them, particularly for
their professional development. Some, however, expressed their concerns about the use
of teaching portfolios as a tool for performance assessment, particularly the fact that
teaching portfolios alone might not be adequate tools for the assessment of such a
complex performance as teaching. Some of their comments were as follows:
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Teacher 1: I think it is a bit like blowing your own trumpet. Moreover, it is quite
unfair for those who did a lot but failed to keep record of what they achieved.
Teacher 2: The rules and regulations set forth for the assessment process are still
unclear and the portfolios alone are insufficient to judge any teachers’
performances. Teaching, being so complicated, is not easy to be assessed,
especially when promotion and raises are involved.
Teacher 3: I think it is very possible that portfolios could be a total fake in some
cases.
Teacher 9: Assessment criterion and procedure must be clearer; otherwise, what
we see in the portfolios may only represent the outside appearance and nothing of
what is going on inside with the teachers and their teaching.
All nine teachers thought that teaching portfolios were very useful for their performance
development in several ways. Table 5.24 outlines the summary of their perceptions of
teaching portfolios when used as tools for performance development.
Table 5.24. Usefulness of teaching portfolios
Teaching portfolios helped them in…

Count

1. evaluating themselves for improvement plans

7

2. creating better working and filing systems

6

3. setting good examples of life-long learning for students

4

4. reflecting on their past experiences

4

5. keeping better records of self achievements

3

6. facilitating the process of change

2

7. planning better for the future

2

8. fostering relationships among peers

2

*n=9
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One teacher also commented that developing the portfolios helped teachers to get a better
overview of the whole school system and to understand their roles in the reform process
better.
Teacher 6: Portfolios help you realize what your roles and responsibilities are
and how you fit into the big system of the school. Once you completed your
portfolio, you could see the big picture clearer. It really helps to know where you
stand and where the school is heading towards.
Another teacher explained how the portfolio projects helped develop better relationships
among the teachers in her school and bring new friends from other schools.
Teacher 8: I attended this weekend workshop organized by another school and
got to make some new friends. We talked about our portfolios and shared some
tips in filing system and presentation styles. At our school, within my department,
we started this Saturday meeting at one o’clock in the afternoon. As a group, we
find the portfolio projects much easier to do and the work more enjoyable. I also
got this group meeting idea from the workshop I attended. Now our relationships
among peers are so much better and collaboration in other areas has also
improved. The morale among us has never been better and we feel more like
professionals. Everybody can sense that.
The same teacher also commented that it was really the beginning of her true
understanding of the learning reform process, though much campaigning was done by the
government earlier. Only when she completed her portfolio, had she understood what was
required of her in the reform process.
Teacher 8: I really came to a clear understanding of what the government
intended to change in our system. You realize what the reform actually means and
why the work system and the people need to change. After years of doing the same
thing over and over again, it is too easy to become stagnant and comfortable with
what you’re doing. I think it is a nice change to be able to see for ourselves what
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we can achieve and do some self evaluation. I feel truly encouraged that the old
system of inertia will be gone soon as we teachers become aware of our own
potential.
Another teacher commented on how portfolios helped her be able to catch up with the
fast changing technology and stay up-to-date in the eyes of her teenage students.
Teacher 3: As we all know how fast our students are in catching the latest fashion
and trend in information technology. The old lesson plans and materials can no
longer hold their attention long enough to learn anything concrete. I need to stay
ahead of them or at least side by side with them in order not to lose the respect of
my students. At my age, any teachers should be proud to be able to stay in trend.
Another interesting comment was given by Teacher 9 on how teaching portfolios helped
him reflect on his teaching. The teacher had strong feelings that the portfolio provided
him with professional growth at the time when he needed it most.
Teacher 9: It (teaching portfolio project) gives you an opportunity to have a good
reflection of your life, seeing the benchmark of your career and highlights of your
teaching life all recorded and filed systematically and in chronological order. It
shows your past and helps you plan your future better. Sometimes when I was
teaching, some ideas suddenly came to me how I could better plan the same
lesson and how I was going to present these materials in my portfolios. By the end
of the class period, I was ready to create another file and add it to my portfolio.
After almost twenty years of teaching, I feel my self image of a teacher become
clearer and my sense of professionalism has also greatly improved.
The interview respondents’ views on teaching portfolios can be best summed up by the
comment made by Teacher 4 when she gave her final words.
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Teacher 4: It really shook me to the core when I realized how empty and void all
my teaching years were before the portfolio. It was as if nothing ever happened as
your memory faded by the days, weeks and months of repeated routine and
schedules. Now with my portfolio, I feel that everything is so real and meaningful
and for the first time in my life, I feel proud of myself without anyone giving me
any praise.
Summary
In summary, the participants tended to agree that they did expect to gain some personal
learning experiences and to be able to complete good quality portfolios on time though
they were uncertain about their expectations to gain a reward on completion. In addition,
they were in agreement that the benefits they expected were those of personal interest and
improvement and they were quite uncertain about other benefits of professional
promotions, grants or relationships among peers. While the participants in this study
tended to be in agreement that teaching portfolios as tools for professional development
and performance assessment were appropriate and effective, some were concerned that
for performance assessment, teaching portfolios if used alone might not be sufficient to
reflect the complexity of teaching performance. Many also reported that teaching
portfolios helped them reflect on their teaching practices and experiences.

Impact of teaching portfolios on teachers’ beliefs about their practices
As proposed by most portfolio proponents and suggested by the Quality Assurance
policies for the reform purposes, teaching portfolios should have positive impact on
teachers’ beliefs and practices in relation to teaching and learning. In this study, the
respondents were asked questions focusing on whether or not teaching portfolios had an
impact on their beliefs and practices in the survey, and in the interviews they were asked
to elaborate on how their beliefs and practices had changed. In addition, some
respondents provided examples of the changes in their teaching practices.
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Perceptions on portfolio impacts
When asked to rate how strongly they agreed or disagreed that developing portfolios had
an impact on their beliefs and practices and whether it helped to improve their teaching,
the average responses lay between uncertain and agree (3.30) on choices: strongly
disagree, disagree, uncertain, agree and strongly agree on the Likert scale of 5, with
numerical values of 1 to 5 for the statistical analysis of responses. The responses also
showed that more than half of the participants agreed or strongly agreed that developing
their portfolios helped them improve their teaching (50.9%) and had impacts on their
teaching practices (50.5%). The highest mean score on the stem-item c: Developing
portfolio helps to improve my teaching shows that the respondents tended to agree on the
positive impacts of portfolio development in the improvement of their teaching. Table
5.25 outlines the participants’ perceptions of portfolio impacts on their beliefs and
practices in relation to teaching and learning.
Table 5.25. Responses on impacts on beliefs about their practices
Agree &

c. Developing portfolios helps to improve

Number

strongly

of

agree in

responses

%

Mean

Std Dev

477

50.9

3.36

.978

477

50.5

3.33

.978

474

45.2

3.26

.968

3.30

.932

my teaching.
b. Developing portfolios has an impact on
my teaching practices.
a. Developing portfolios has an impact on
my beliefs about teaching and
learning.
Overall

478

* n = 485
During the interview sessions, all of the nine respondents agreed that teaching portfolios
had a positive impact on both their beliefs and their teaching and that they felt there were
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changes for the better in their teaching and learning after their use of teaching portfolios.
They also noticed changes in their views of students’ learning and their own teaching
approaches towards learner-centeredness. They reported the changes they observed in
their teaching practices in various areas. Table 5.26 summarizes the participants’
interview responses on their perceptions of portfolio impacts on their beliefs about their
practices in relation to teaching and learning.
Table 5.26. Summary of responses on impacts on teachers’ beliefs about their practices
Beliefs and practices

Count

1. More focus on learner-centered approach

7

2. Stronger sense of self autonomy in lesson designs

5

3. More and better reflection on one’s practices

4

4. Better understanding of learners’ needs and learning styles

3

5. More importance placed on class preparation

3

*n=9
The respondents unanimously agreed that their teaching improved and that they felt better
as teaching professionals. Some said it was the very first time since they started teaching
that they became aware of their students’ needs and active contribution in the process of
teaching and learning that took place in the classroom.
Teacher 7: After I started to put down after-class notes on my lesson plans, I
began to realize how different my students are as learners. Some techniques that
work in one class just flop in another. I now think it is equally important to know
your lessons and your learners. I have already started some remedial classes for
students with learning problems to make sure they catch up with the rest of the
class during the regular class periods. I prepare individual files for all my
students, the good and the weak ones; and these files help me keep track of their
progress throughout the academic year. With these files, I can better mix them up
for group activities and pair works.
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Teacher 9: When I start to include the analysis of students’ works and progress in
my portfolio, I get a better picture of the different groups of learners I have to
work with. Not only their learning abilities but also their interest and language
skills vary. I now plan different handouts for different classes based on their votes
on my proposed topics for class discussion. When they get to choose what they are
interested in learning, I find the students more active participants in all class
activities and the quality of their class assignments also improves immensely.
Before they just sat there and witnessed my teaching; now they contribute and I
find myself enjoy teaching as much as they enjoy their learning.
However, some negative observations were also reported, particularly of those teachers
who might not truly understand what they were doing when developing portfolios.
Teacher 5: For some, they are more concerned about what they are going to get
out of the portfolios as the finished products so they fail to acknowledge the
learning opportunities in the development process. It’s a pity when this thing
happens. I don’t know about others, but I myself can tell when I see a fake
portfolio or some so-called “invented” items included purely to impress the
evaluators. Some just look too good, too perfect to be true.
Teacher 7: I am a little worried about those who lack the proper skills in writing
and presenting their materials. They may feel discouraged and developed
negative attitudes towards the use and development of portfolios as they fail to
grasp the rationale of the portfolio project right from the start.
Summary
In summary, the participants in this study, on average, tended to agree that the
development of teaching portfolios had impacts on their beliefs and practices in various
positive ways. Most agreed that they felt their teaching had improved since they began
their portfolio projects and some reported a stronger sense of professionalism. There were
also reports of changes in their teaching practices toward learner-centeredness.
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Further investigations
As the analysis of the initial quantitative and qualitative data yielded some possibilities
for further investigations to strengthen the study and probably provide essential
suggestions for those responsible for the policies and practices in relation to the use of
teaching portfolios, the researcher decided to employ more sophisticated statistical
analysis to follow up the traces. Two further broad questions were posed:
1. Is it possible to model teachers’ perceptions of teaching portfolios as appropriate
and effective tools in performance assessment and professional development in
relation to the relevant variables: gender, age, educational level, qualifications in
education, current position held, years of teaching experience, school level and
size, number of student in class, and training experience related to portfolio
development as main and interaction effects plus the variables thought likely to be
predictive? These include teachers’ purposes, expectations, expected benefits,
useful factors in portfolio development and better portfolios and perceptions of
portfolio impacts on their beliefs.
2. Are there significant differences between groups by the participants’ age, gender,
qualifications in education, teaching experience, and training experience related to
portfolio development in terms of their responses to the factors included in
questions 14- 18?
Perceptions of portfolios as appropriate and effective tools
A stepwise multiple regression was used to model teachers’ perceptions of teaching
portfolios as appropriate and effective tools for performance assessment and professional
development. The measure of this variable was the average of ratings of the items
included in Question 20:
a. Teaching portfolios are appropriate and effective tools for teacher’s performance assessment.
b. Teaching portfolios are appropriate and effective tools for teacher’s professional development.

The variables used as predictors were age, gender, educational level, qualification in
education, teaching experience, portfolio training, time of portfolio completion,

Results 162
age*gender, gender*educational level, age*educational level, educational
level*qualification in education, age*qualification in education, age*teaching experience,
gender*qualification in education, gender*teaching experience, educational
level*teaching experience, qualification in education*teaching experience and the
composite variables of Questions 14-19.
Q14: Purposes in developing teaching

Q17: Useful factors in construction process

portfolios

a.

samples of good portfolios

a.

performance assessment requirements by

b.

clear policy and procedure from the Ministry

the school

c.

clear guidelines and instructions from school

b.

to apply for higher official ranking

d.

demonstration and presentation of the

c.

to apply for peer-coaching grants (model

construction process

teacher)

e.

hands-on workshop

d.

to apply for an academic title

f.

group meetings and working teams

e.

QA requirements of the Ministry

g.

informative training sessions

f.

to improve one’s teaching

h.

mentors or project leaders

i.

proper facilities and resources

j.

reduction on routine work and
responsibilities

Q15: Expectations of portfolio projects
a.

to complete on time

k.

moral support from peers and supervisors

b.

to construct a quality portfolio

l.

collaboration among peers

c.

to obtain a good grade

d.

to gain a reward on completion

e.

to learn something about one’s teaching

a.

samples of good portfolios

practices

b.

clear policy and procedure from the Ministry

that the experience of developing a

c.

clear guidelines and instructions from the

f.

Q18: Factors for better portfolios

portfolio will improve one’s teaching

school
d.

demonstration and presentation of the
construction process

e.

hands-on workshop

collect artifacts and evidence of one’s

f.

group meetings and working teams

teaching

g.

informative training sessions

b.

obtain higher official ranking

h.

mentors or project leaders

c.

improve skills and abilities as a teacher

i.

proper facilities and resources

d.

facilitate collegial relations

j.

reduction on routine work and

e.

draw on past experiences and knowledge

Q16: Benefits expected
a.

responsibilities

Results 163
f.

better understand students’ learning

k.

moral support from peers and supervisors

g.

reflect on one’s teaching and student

l.

collaboration among peers

learning
h.

receive government grants (model

Q19: Perceptions of portfolio impacts on beliefs

teacher)

and practices
a.

Developing portfolios has an impact on my
beliefs about teaching and learning.

b.

Developing portfolios has an impact on my
teaching practices.

c.

Developing portfolios helps to improve my
teaching.

As the earlier analysis revealed these were appropriate components of a scale (see Table
4.6 for details of reliability coefficients-Cronbach Alpha of Questions 14-20), the
variables were the average of ratings from the all items included in each question.
The multiple regression identifies a significant model (F = 266.9, p = .000), explaining
57.4 percent of the variation in teachers’ perceptions of teaching portfolios as appropriate
and effective tools in terms of their portfolio expectations (t = 4.352, p =.000) and their
perceptions of portfolio impacts (t = 17.937, p = .000). Remaining predictors and
interaction terms were not significant. Details of the excluded variables in Models 1 and 2
and the analysis results of Pearson correlation (2-tailed) are provided in Appendix F.
Table 5.27. Analysis of Variance- ANOVAc
Sum of
2

Mean

Model

square

df

Square

F

Sig.

Regression

221.877

2

110.938

266.906

.000b

Residual

163.764

394

.416

Total

385.641

396
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Table 5.28. Correlation coefficientsa

Model
2 (Constant)
(Q19) Perceptions of portfolio

Unstandardized

Standardized

coefficients

coefficients

B

Std Error

.080

.172

.721

.040

.242

.056

t

Sig.

.469

.640

.668

17.937

.000

.162

4.352

.000

Beta

impacts
(Q15) Portfolio expectations
Table 5.29. Model summary
Adjusted
Model

Std Error of

R

R square

R square

the estimate

1

.745a

.555

.554

.659

2

.759b

.575

.573

.645

a. Predictors in the Model: (Constant), perceptions on portfolio impacts
b. Predictors in the Model: (Constant), perceptions on portfolio impacts, portfolio
expectations
The equation predicting the response can be identified as:
Perceptions of portfolios as tools = .080 + .721 × Score on Perceptions of portfolio
impacts + .242 × Score on portfolio expectations
As can be seen by substitution into the equation, someone with a mean score of 1 for
perceptions of portfolio impacts and a mean score of 1 for portfolio expectations would
be predicted to have a mean score response of 1.043 for perceptions of portfolios as tools.
It would be useful to compare the comments made by those interview participants with
high and low predicted values. However, an examination of the cases reveals that only
those with high values in their perceptions of portfolios as tools volunteered to participate
in the interviews. However, some of the comments made by those interviewed in relation
to the use of portfolios as tools include both positive and negative perceptions,
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particularly the use of portfolios as a part of the quality assurance system in teacher’s
performance assessment.
Teacher 1: I think it is a bit like blowing your own trumpet. Moreover, it is quite
unfair for those who did a lot but failed to keep record of what they achieved. We
need to look at other aspects of teaching too. However, it is indeed a good tool as
it helps to improve our teaching and it does have an impact on how I think about
teaching and learning process. I can clearly see what is working and what is not
and this helps me make the necessary changes in the next academic year.
Significant differences between groups
Several multi-way analyses of variance (MANOVA) were employed to investigate the
existence of significant differences in and interaction effects between the participants’
gender, age, qualifications in education, teaching experience, training experience related
to portfolio development and other related variables on their perceptions of the use and
development of portfolios in their responses to the following variables:
Q14: purposes in developing teaching portfolio;
Q15: expectations of portfolio project;
Q16: benefits expected from portfolio project;
Q17: useful factors in construction process;
Q18: factors for better portfolios; and
Q19: perceptions of portfolio impacts.
Univariate analysis with multiple dependent (predictor) variables and covariates was
conducted, with the participants’ age and teaching experiences treated as covariates with
each variable categorized hierarchically. Once again, the mean scores of responses on
variables with stem-items (Questions 14-18) were employed in the analysis. Details on
tests of between-subject effects are provided in Appendix G (Univariate analysis of
variance).
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For Question 14: purposes in developing teaching portfolio: It was found there is no
significant difference between groups of participants. Though significant covariates were
found for Question 16 (F 1,399 = 64.763, p = .000), Question 17 (F 1,399 = 3.925, p =
.048), and Question 19 (F 1,399 = 6.942, p = .009) there is no implication worth noting
for the purpose of the investigation.
For Question 15: expectations of portfolio project: The overall model on the response was
significant (F 14, 399 = 24.843, p = .000) and it revealed that there is a significant
difference among groups on the interaction effect of the participants’ qualification in
education and gender (F 1, 399 = 4.655, p = .032).
Table 5: 30. Tests of between-subject effects
Dependent variable: expectations of portfolio project
Source
Corrected model

df

F

Sig

14

24.843

.000

Intercept

1

23.027

.000

Gender

1

4.425

.036

Age

1

.403

.526

Teaching experience

1

.395

.530

Qualification in education

1

3.121

.078

Portfolio training experience

1

1.245

.265

Qualification*gender

1

4.655

.032

Qualification* training

1

1.909

.168

Gender* training

1

2.088

.149

Qualification*gender*training

1

3.008

.084

Q14: purposes in developing

1

.213

.645

Q16: benefits expected

1

78.841

.000

Q17: useful factors in construction

1

15.162

.000

Q18: factors for better portfolios

1

2.230

.136

Q19: perceptions of portfolio impacts

1

2.387

.123
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Error

399

Total

414

Corrected total

413

Implications from the interaction led to further analysis of the gender difference through
separate analysis of each sex. Analyses of the male data reveal a significant model (F 10,
93 = 15.013, p = .000). After the interaction was identified between the qualification in
education and portfolio training (F 1, 93 = 6.899, p = .010). A further analysis clearly
suggested that the difference was between those with and without training and with and
without qualification in education.
Table 5.31. Estimated marginal means (Male participants)
Dependent variable: Question 15: portfolio expectations
95% confidence interval
Qualification
No
Yes

Training

Mean

Std. Error

Lower bound

Upper bound

No

2.372

.332

1.712

3.032

Yes

3.248

.140

2.970

3.526

No

3.469

.129

3.212

3.726

Yes

3.362

.049

3.266

3.459

An analysis was further conducted on those male participants who had some
qualifications in education group and this revealed four significant covariates: Question
16 (F 1, 83 = 16.346, p = .000), Question 17 (F 1, 83 = 4.969, p = .029), Question 18 (F
1, 83 = 5.817, p = .018) and Question 19 (F 1, 83 = 12.918, p = .001) while the analysis
on the group without any qualifications in education yielded no significant findings.
A further analysis was then conducted on those who had the training experience and this
revealed two significant covariates: Question 16 (F 1, 81 = 11.353, p = .001) and
Question 19 (F 1, 81 = 9.886, p = .002). The group that had no training revealed a
significant model (F 8, 5 = 22.417, p = .002) and confirmed the difference between those
with qualifications in education and those without (F1, 5 = 28.899, p = .003). This shows
that training experience alone does not have an effect on their expectations of their
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portfolio projects. What the findings imply is that among the male participants who had
no training experience, those with qualifications in education are more positive in their
response on the stem-items included under Question 15: expectations of portfolio
projects.
Table 5.32. Estimated marginal means (Male participants without training experience)
Dependent variable: Question 15: portfolio expectations
95% confidence interval
Qualification in education

Mean

Std. Error

Lower bound

Upper bound

No

1.927

.225

1.347

2.506

Yes

3.290

.070

3.111

3.469

For the female participants, the two covariates Question 16 (F 1, 299 = 61.761, p = .000)
and Question 17 (F 1, 299 = 6.510, p = .011) had a significant relationship to Question 15
but there is no implication worth considering for the purpose of the investigation.
For Question 16: benefits expected from portfolio project: it is found there is no
significant difference between groups of participants. Though significant relationships are
found for the three covariates Question 14 (F 1, 399 = 64.763, p = .000), Question 15 (F
1, 399 = 78.841, p = .000) and Question 19 (F 1, 399 = 77.142, p = .000), there is no
implication worth considering for the purpose of the investigation.
For Question 17: useful factors in construction process: it is found there is no significant
difference between groups of participants. Though significant relationships are found for
the three covariates Question 14 (F 1, 399 = 3.925, p = .048), Question 15 (F 1, 399 =
15.162, p = .000) , Question 18 (F 1, 399 = 224.244, p = .000) and training experience
related to portfolio construction process (F 1,399 = 4.961, p = .026), there is no
implication worth considering for the purpose of the investigation.
For Question 18: factors for better portfolios: it is found there is no significant difference
between groups of participants. Though a significant relationship is found for the
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covariate Question 17 (F 1, 399 = 224.244, p = .000); there is no implication worth
considering for the purpose of the investigation.
Last of all, for Question 19: perceptions of portfolio impacts: no further analyses are
needed as the findings yield no significant interaction effects between groups. However,
significant relationships are found for the two covariates age (F 1, 399 = 5.950, p = .015)
and difference in gender (F 1, 399 = 4.252, p = .040). Analysis of estimated marginal
means reveals that the male participants tend to be more positive in their perceptions of
portfolio impacts on their beliefs about teaching practices.
Table 5.33. Estimated marginal means on gender
Dependent variable: Question 19: perceptions of portfolio impacts
95% confidence interval
Qualifications in education

Mean

Std. Error

Lower bound

Upper bound

Female

3.232

.054

3.127

3.337

Male

3.555

.147

3.265

3.845

Summary
Findings from the study reveal that the main purposes of the participants in their portfolio
development are to fulfill requirements of their schools and the Ministry of Education in
relation to their quality assurance policies. Their purposes are also relevant to their
choices of portfolio formats. Portfolio contents and their nature are found to range across
basic, abstract, realistic and reflective. Most participants in the study found that
collaboration and moral support from their peers and supervisors was helpful in their
portfolio construction process, while approximately 75% of participants thought that
overloaded routine work and responsibilities were the major constraints in their portfolio
construction. The majority of the participants agreed that clear policy and guidelines from
the Ministry and their schools, and collaboration among peers, would help them create
better portfolios. Approximately 90% of participants thought that the benefits they
expected from their portfolio in collecting artifacts and evidences of their own teaching
were moderately to most important. However, less than half of the participants agreed
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that teaching portfolios are appropriate and effective tools for a teacher’s performance
assessment and professional development. Approximately half of them agreed and
strongly agreed that developing portfolios helped to improve their teaching and had an
impact on their teaching practices, while 45.2% were in agreement that it had an impact
on their beliefs about teaching and learning. Further investigations revealed that the
participants’ portfolio expectations and perceptions of portfolio impacts had an effect on
their perceptions of portfolios as appropriate and effective tools. Finally, there were
significant differences between groups of the male participants without portfolio training
experience according to qualifications in teaching education. In the next chapter,
discussions on findings and recommendations are presented.
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Chapter Six
Discussion, implications and recommendations
… It is time for public discussions about the nature of teaching, teacher learning
and educational change to be more consistent with the complex nature of reality.
It is only when the discourse of teachers at all levels focuses on sharing the
ordinary, everyday events in classrooms – the ups, downs, laughs, mistakes,
disappointments, insights, emotions, dilemmas, tensions and achievements – that
we have reason to engage in professional learning and work together on the edge
of chaos…(Hoban, 2002, p. 174)

The purpose of this study was to investigate the use of teaching portfolios by teachers
in secondary schools in Thailand in the context of education reform. The quality
assurance policies and relevant requirements for the reform of teachers and the
learning reform have made it mandatory for all teachers and school personnel to
complete their portfolios for the purposes of performance assessment and professional
development. The quality assurance system which includes quality audit and
assessment procedure is intended to guide for current teaching and learning practices
towards a learner-centered approach. Thus, the use of teaching portfolios as tools for
performance assessment and professional development is to play an essential role in
the success of the reform attempts. The following questions were structured to guide
the study:
1. In what ways do the teachers use and develop their portfolios?
2. How do the teachers perceive the use of portfolios?
3. What is the impact of the portfolio development process on the teachers’
beliefs about their practices in relation to teaching and learning?

Summary of findings
Guided by the research questions, the study was conducted using a mixed methods
approach in a sequential explanatory design (Creswell, 2003) with the emphasis on
quantitative approach. A quantitative method (survey) was employed in the first
phase of the study to identify the nature of existing conditions of the use of teaching
portfolios as well as to inform the qualitative methods (interviews and document
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reviews) in the second phase. Triangulation and member checking were employed as
methods of verification to ensure internal validity of the collected data from the
qualitative methods. Data analysis of the study, with both quantitative and qualitative
methods combined, was conducted in seven stages: data reduction, display,
transformation, correlation, consolidation, comparison and integration. Findings were
presented in both quantitative and qualitative forms based on the four themes which
emerged in the course of data analysis:
-

use of teaching portfolios;

-

development of teaching portfolios;

-

teachers’ perceptions of teaching portfolios; and

-

impact of teaching portfolios on teachers’ beliefs about their practices in
relation to their teaching and learning.

Use of teaching portfolios
Findings show that approximately 90 % of the participants in the study, who are 485
teachers in secondary public schools in Bangkok, agreed that their use of teaching
portfolios was related to the quality assurance policies and the school requirements in
response to the policies. Rated lower were other purposes related to personal goals,
which include the professional promotion, appointment and development. It is found
that their purposes in the use of teaching portfolios were directly related to their
choices of portfolio formats and content as they developed their portfolios in response
to specific requirements or evaluation criteria set by responsible authorities and/or
organizations. The most commonly found formats are those suggested by the
Teachers Council of Thailand for the purposes of official appointment and promotion
and application for the National Teacher Qualification (NTQ) titles, the Office of
National Education Commission for the application for the Kru Tonbab (model
teacher) projects and the schools in response to the quality assurance requirements by
the Office of National Education Standards and Quality Assurance.
Development of teaching portfolios
While the laws concerning the quality assurance policies were enacted in 1999 and
responsible agencies were set up shortly after that, there are still schools where
teaching portfolios are required but not made compulsory as they await final
instructions and deadlines by the concerned authorities. In other schools, portfolios
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projects are strongly supported by the school administrators and required for internal
audit process on the part of individual teachers. The participants in this study are
teachers from the schools where teachers are required to complete their portfolios for
the purposes of an internal audit in accordance with the quality assurance process and
professional development for promotion of higher positions, academic titles and
grants.
While approximately 73 % of the participants in the study completed their portfolios
during the academic years 2001 and 2002, 27% of them finished their portfolio
projects before the year 2001. However, this study included only teachers who
actually completed their portfolios one year before the study took place (during the
academic years 2003-2004) that is by the end of academic year 2002. It is important
to point out that within the schools surveyed there were still some teachers who had
not yet completed theirs. Approximately 75% of the participants stated that they
already had some training in relation to portfolios. Findings from the study revealed
that the portfolio content generally included personal data, details concerning
responsibilities and activities, official documents, personal qualities, lesson plans,
examples of student works, course description, and analysis of student evaluations.
Fewer than half of those surveyed stated that they also included in their portfolios
other documents about contributions, organization and management skills and
responsibilities, analysis of samples of student works, statements of personal learning
and philosophy. The range of content was classified, by their form and nature, into
four types: basic, abstract, realistic and reflective. Of the nine teaching portfolios
which were reviewed in the study, only three included some documents classified as
reflective.
Approximately 75 % of the participants agreed that the overloaded routine work and
responsibilities were the most significant constraints in their portfolio construction
process; while unclear understanding of the purposes and limited time to work on the
portfolio projects were ranked below at approximately 60 %. Collaboration among
peers and moral support from peers and supervisors were ranked at the top of the
participants’ responses to factors found useful in portfolio construction. However,
when asked what would help them create better portfolios, approximately 95 % of the
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participants identified the need for a clear policy and procedures from the Ministry
and responsible agencies.
Teachers’ perceptions of teaching portfolios
Findings of the study revealed that approximately 55 % of the survey respondents
were in agreement that they had expectations about their portfolio projects as they
wanted to learn something about and improve their teaching practices. However,
about 80 % were in disagreement or uncertain about expectations of any rewards.
Approximately 80-90 % of the respondents perceived as moderately to most
important the benefits they expected from their portfolio projects as those of personal
interests and professional improvements; while other benefits on professional
promotion, rewards or grants and better relationships with peers were ranked lower.
Overall, almost half of the respondents were in agreement that teaching portfolios
were appropriate and effective tools for performance assessment and professional
development. Comments, both positive and negative, were made on the use of
teaching portfolios as a part of the quality assurance policies in the context of reform
toward the proposed paradigm with the emphasis on learner-centered approach. While
some agreed that the portfolio development process helped teachers to reflect on their
beliefs and practices; others were reluctant to accept that the portfolios gave an
accurate reflection of teacher’s teaching practices.
Impact of teaching portfolios on teachers’ beliefs about their practices
Approximately half of the respondents agreed or strongly agreed that the development
of teaching portfolios had impacts on their beliefs and helped them improve their
teaching practices. Findings from the interviews suggest that the teachers perceived
some positive impacts. They stated that the construction process of their teaching
portfolios helped them become more focused on a learner-centered approach in their
teaching and learning practices. They felt that they gained a stronger sense of
autonomy over their classroom management and activities. In addition, the teachers
reported that developing a portfolio helped them reflect on their practices and thus
enabled them to plan and implement improvement plans. Furthermore, they stated that
they became more aware and better understood the needs and learning styles of their
students as well as the importance of class preparation in their teaching activities.
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Generally, they all agreed that they felt better about their profession and stronger as
teaching professionals after their portfolio development experiences.

Discussion of findings
From the findings of the study, there are a number of focal points worth discussing in
relation to the literature on teaching portfolios and factors influencing educational
change. This discussion will include the issues of educational reform policies and
implementation, teachers and their beliefs in the context of educational change,
teaching portfolios as tools for quality enhancement in the reform process and other
significant findings from the study.
Mandated educational change in Thailand
…On the one hand, we have the constant and ever expanding presence of educational
innovation and reform. On the other hand, however, we have an educational system which is
fundamentally conservative. The way that teachers are trained, the way that that schools are
organized, the way that the educational hierarchy operates, and the way that education is
treated by political decision-makers result in a system that is more likely to retain the status quo
than to change. When change is attempted under such circumstances it results in defensiveness,
superficiality or at best short-lived pockets of success… (Fullan, 1998, p.3.)

Taking into consideration the circumstances of portfolio-related policies and practices
as revealed by the study findings, the approach on policy implementation adopted in
education reform in the Thai context can be described as top-down (Van Meter & Van
Horn 1975; Weatherly & Lipsky, 1977; Elmore, 1981; Winter, 1990). School
administrators and teachers were provided with information deemed appropriate and
adequate to perform their required roles in implementing the reform policies. Specific
instructions and working procedure, along with timeframe and deadlines, were passed
down to them. Workshop and training were provided by the central agencies to
introduce reform innovations and prepare them for new assessment criteria. Very little
attention was given on the involvement of local implementers in the policy-making
stages and choices in implementation were mostly structured by the mandated change
policies (see Chapter Two). However, at this stage it is too soon to conclude that this
educational reform in the Thai context will face similar endings -- the states failed in
their attempts to force teachers to change their practices, as suggested by previous
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studies (Goodlad, 1990a, 1990b; Sarason, 1990; Cuban, 1990; Odden, 1991; Fullan &
Miles, 1992; Clark & Astuto, 1994; Fullan & Hargreaves, 1996a; Darling-Hammond
& McLaughlin, 1995; McLaughlin, 1998; Maxwell-Jolly, 2000; Hoban, 2002; Osher
& Quinn, 2003).
Implications from the findings of the study reveal that though teachers in general do
not outright object to the mandated change policy in relation to the use of teaching
portfolios as a part of the quality assurance scheme, there are still doubts, uncertainty
and questions among them when it comes to the implementation. From the study, it is
found that in many schools contacted at the beginning of the study (August 2003)
teaching portfolios were not yet in practice, though the deadline for the external audit
was already set for 2005 and various introductory and preparatory strategies had been
initiated as early as 1999. Even among the schools where teaching portfolios were
already required as a part of the internal audit and strongly encouraged by the
administrators, there were still a number of teachers who had not yet completed any.
Though almost 90% of the respondents in the study answered that the purposes they
used teaching portfolios were related to the quality assurance requirements by the
schools and the Ministry of Education; approximately half of them were in agreement
that teaching portfolios were appropriate and effective tools for professional
development and performance assessment. Furthermore, over 60% of the respondents
stated that unclear understanding of the purposes was one of the constraints in their
portfolio construction process. Thus it is evident that even among those who seemed
to adopt the changes required by the law; there are still doubts and uncertainty.
Based on the report commissioned by the Office of the National Research
Commission (TTMP, 2003), some obstacles and difficulties in the implementation of
the reform policies have been identified as those stemming from the structural,
political and socioeconomic factors involved. First, the complex and
multidimensional aspects of the reform process which at times collide with each other
instead of supporting one another. Furthermore, the fast changing socioeconomic
situations in the country and worldwide bring about problems in the quality and
shortage of teachers as the profession seems to have lost its social prestige and the
economic returns are considered comparatively low. The local communities and
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administrative bodies who are supposed to play important roles in the reform seem to
be far from prepared. The public in general focus their demands on more fundamental
needs and depend on schools to take charge of educating their children.
The attempt to involve local authorities and other concerned parties in the policy and
decision-making processes required by the Act of 1999 seemed to cause some
political problems among the Ministry high-ranking officials. The reluctance to let go
of their previously proclaimed power among the central bureaucratic officials and
high-ranking administrators posed a crucial obstacle in the attempt to implement some
of the reform policies. The delay in legalizing the reform process also caused
frustration in the public and sent out unclear policies and procedures to reform
implementers at school levels. Due to unclear policies and directions, teachers and
educational administrators are uncertain about what they are expected to do and how
to proceed. The public in general are in doubt about the sincerity of the government in
the reform efforts and the successes of the reform. According to educators, the
government is too preoccupied with writing the national curriculum and neglects the
urgent necessity to educate teachers who are the main engine of this radical change
(Phachaiyapoom, 2002). More details of current and controversial issues in relation to
the education reform are discussed in Appendix B.
Though the current situations may seem bleak, there are still positive aspects among
all uncertainties and anxiety in the reform within the context of change. The education
reform has so far brought about some concrete improvement and positive changes in
the educational system of the country (Chaisaeng, 2003). The decentralization
attempts resulted in the establishment of 175 educational service areas and local
authorities more involved in the management and administration of education of their
communities. Parents as well as local administrative bodies and communities may
need more time and understanding to actively participate and to efficiently play their
roles in the educational system, but there are already positive signs of their
enthusiasm and attempts to be more involved. The learning reform with the
underlining concept of a constructivist perspective is gaining ground as many
innovative projects are launched to promote the learner-centered approach in
classroom practices and agencies are established to oversee the quality assurance
schemes. Despite the delay in some aspects of the reform, certain fundamental
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changes in policy levels and legal obligations are quite promising. Professional
organizations for teachers and educational personnel are set up and new policies on
teachers’ licensure, salary and incentive schemes are being finalized. Overall,
professionalism among teachers and educational personnel is deemed as now getting
better (Chaisaeng, 2003).
The importance of teachers’ beliefs
Based on the recommendations by Pillay (2002), there is still a considerable amount
of work to be done in developing the necessary knowledge and skills of teachers to
successfully implement the education reform in Thailand. The majority of Thai
teachers, administrators and educational personnel in general still lack a good
understanding of the concepts, principles and processes involved in the new
approaches of teaching and learning (UNESCO-PROAP, 1999; Sinlarat, 1999). For
sustainable development of teachers and successful changes in the teaching and
learning practices towards the learner-centered approach, it is very important that
training policies and procedures focus on changing teachers’ beliefs about their
practices related to teaching and learning. Traditional approach in training programs
based on a one-step linear approach (Hoban, 2002) is deemed inadequate as it fails to
capture the individual and institutional differences among teachers and their schools.
Teaching is far too complex and thus teachers should not be viewed simply as
technicians.
To successfully implement the change process in the teaching and learning practices
of teachers, it is recommended that the numerous influences related to the institutions
and personnel involved in the complexity of change must be taken into consideration
(Fullan, 1982; Burden, 1990; McLaughlin & Talbert, 1990; Huberman, 1993; Fullan
& Hargreaves, 1996a; Groundwater-Smith, 1999; Fink, 2000; Putnam & Borko, 2000;
Hoban, 2002). Recent studies suggested that among these influences, teachers’
beliefs are a crucial factor in the change context as there exist complex relationships
between teachers’ beliefs and their actions (Harvey et al., 1968; Green, 1971;
Zeichner & Tabachnick, 1985; Eisenhart et al., 1988; Hollingsworth, 1989; Doyle,
1990; Peterman, 1993; Freeman, 1993; Kelchtermans, 1993; Richardson, 1994, 1996).
Beliefs are thought to drive actions; however, experiences and reflection on action
may lead to changes in and/or addition to beliefs as well (Richardson, 1996).
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Findings from the survey in this study indicate that approximately half of the
respondents were in agreement that the development of their teaching portfolios
helped to improve their teaching as well as had an impact on their teaching practices
and beliefs about teaching and learning. From the interviews, all of the nine
respondents agreed that the use of teaching portfolios had a positive impact on both
their beliefs and teaching practices and they felt that there were changes for the better
in their teaching and learning, particularly concerning their views of students’
learning and their own teaching through the learner-centered approach. Thus, based
on these findings, the use of teaching portfolios in the quality assurance scheme to
facilitate the change process in the teachers’ beliefs and practices had positive impacts
on the participants’ beliefs about their practices. Therefore, the findings of the study
are in support of the proposed concept that beliefs can drive actions and actions with
experience-based learning and reflection can also influence changes in beliefs
(Richardson, 1996).
In addition, a further investigation from the statistical analysis of the survey results
reveals that there are significant correlations among factors evolving the teachers’
perceptions of portfolio usage and impacts on their beliefs and practices (see Table
5.28). It is implied that the perceptions the participants have about the impact of
teaching portfolios on their beliefs and practices in teaching and learning and their
expectation of their portfolio projects have an affect on whether they agree that
teaching portfolios are appropriate tools for performance assessment and professional
development. The findings suggest that in order for teachers to adopt any innovations
and make professional development sustainable, their beliefs play an important role in
the transition of changes of their practices and this is in keeping with earlier studies
(Peterman, 1993; Freeman, 1993; Kelchtermans, 1993, Richardson, 1996). Their
portfolio experiences and the consequent process of reflection have resulted in
changes in their beliefs as well as practices in relation to teaching and learning and
thus they perceive teaching portfolios as appropriate tools for performance assessment
and professional development. For the teachers to willingly endorse innovative
changes and successfully implement those changes in the reform attempts, they must
first and foremost believe in the benefits and values of such changes themselves.
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Despite the problems in the policy decision-making and implementation involved in
the current reform attempts (UNESCO-PROAP, 1999; Sinlarat, 1999; Office of
Education Reform, 2001; Research Division, 2002; Pillay, 2002), it seems that the
reform efforts did gain some success in teachers’ professional development,
particularly the quality assurance policies. In conclusion, findings of the study (see
Tables 5.25 and 5.26) implies that the use of teaching portfolios as tools for quality
enhancement in the reform movement proves to be successful to a certain degree in
engaging the teachers in examining and changing their beliefs and practices through
the reflection and learning experiences associated in the portfolio construction
process.
Teaching portfolios as tools for quality enhancement in the reform process
The findings of the study supported the use of teaching portfolios as appropriate and
effective tools for dual benefits in quality enhancement of teachers and their teaching
practices, both in performance assessment and professional development. Most
portfolios proponents (Edgerton et al., 1991; Seldin, 1993; Zubizarreta, 1994; Murray,
1997; Wolf, 1998; Campbell et al., 2001) conceded teaching portfolios help teachers
strengthen their professionalism which aligns with the concept of the teachers as
reflective practitioners (Argyris & Schon, 1974; Schon, 1987; Brubacher, Case &
Reagan, 1994; Korthagen & Webbels, 1995; Zeichner & Liston, 1996; Hillier, 2002).
In the context of education reform which demand drastic and numerous changes on
the part of teachers, not only in their teaching practices but also the way they learn
and develop as professionals, many agree that the use of teaching portfolios helps
teachers develop the reflective capacity over time and improve their teaching and
learning with autonomy and self-motivated goals for sustainable development
(Zeichner & Liston, 1996; Campbell et al., 2001; Klenowski, 2002).
Taking into consideration the numerous changes the teachers are required to adopt in
their teaching and learning in the context of current education reform going on in
Thailand, the teachers need to move from one end of the traditional perspective
(teacher-centered) in which many of them were trained and worked for a long while to
the other end of the constructivist perspective (learner-centered). The respondents in
the study already had some experiences with the use of teaching portfolios as all of
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them had earlier completed their portfolios and some already went through some
official evaluation process and obtained positive results and benefits from their
portfolios. Approximately half of the survey respondents agreed that the use of
teaching portfolios helped them improve their teaching and had positive impacts on
their beliefs and practices in relation to their teaching and learning. From the
interviews with more detailed descriptions and examples of the changes provided, the
findings show that the teachers perceived their changes in line with the learnercentered approach and themselves as becoming reflective practitioners.
Teacher 7: It doesn’t really teach me new things or give me new discoveries about
my classroom practices but it helps me see what is important and what I have
never done or tried before. This whole reflection process helps me understand,
analyze, and reinforce my own beliefs in teaching.
Teacher 9: Developing the portfolio helps bring out so much of my characteristics
and values as a teacher. You can never learn to do this anywhere but by yourself
and on your own. It helps me reflect on my practices of today for tomorrow and to
plan for better future by learning from your past.

Teachers’ life and career cycles and professional development
Studies (Ball & Goodson, 1985; Huberman, 1988, 1989; Goodson, 1992) reveal that
teachers of similar age and sex share similar experiences, perceptions, attitudes and
concerns. As they get more advanced in years, the nature of their motivation and
commitment develop or change in a predictable pattern as the aspects of this
conceptualization of teachers’ life and career cycles are common worldwide despite
their differences in time, location or educational system. In general, teachers are
characterized by the stages of their professional expertise and experiences.
The findings from the study did not reveal any significant differences among the
participants in different age groups and this may be caused by the relatively small
numbers in certain age groups recruited by the purposeful sampling (see Table 5.3).
However, it is important to point out that the majority of participants in the survey are
teachers aged 35-44 and 45 and over (89.5%). Between the approximate ages of 37-
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45, it is suggested (Sikes, 1996) that teachers become experienced teachers and
imposed changes at this time can be particularly important because they can either be
seen as new opportunities or as a criticism and denial of what one has done or
achieved so far in life.
By this age, whether or not they occupy formal positions of responsibility and
authority—and a large proportion of the men will be in middle management
posts—teachers are usually established. They have some seniority by virtue of
their age and they can, therefore, have a considerable influence on younger,
junior teachers, and upon teacher cultures and the ethos/atmosphere of the
school. This is, obvious, particularly true when, as is often the case, they form
the largest group in the school. The strategies such teachers adopt, and the
adaptations they make when faced with imposed change are, therefore,
potentially very influential (Sikes, 1996, p. 45.)
Gender issues
Many studies (Rest, 1986; Walker, 1986, 1991; Case, 1992) suggest that there is no
difference between the two genders in relation to their intellectual capabilities or
academic achievement. However, there are arguments on the gender issues proposed
by others (Mattingly, 1987; Popkewitz & Lind, 1989; Acker, 1990; Kelchtermans,
1993) on their implications and influence on teacher learning and development,
particular in the context of reform or change. Mattingly (1987) conceded that the
concept of professionalism in educational reform often denotes two layers in the
profession. Teachers are often relegated to an ancillary status; while those in
administration enjoy significant autonomy in the conceptualization and organization
of their work conditions. This stratum tends to be male-dominated with teachers who
are typically female getting lower pay and it also provides an occupational hierarch
and advancement paths for male. This is supported by Popkewitz & Lind (1989) who
pointed out that the current reform strategies often increase the teachers’ workload
and the level of monitoring of teacher practice and the associated evaluation process
tend to devalue the craft and dynamics of teaching along with other elements that
have gender implications.
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The findings from the study did not yield significant differences between the male and
female participants in their use of teaching portfolios; however, the additional
investigations point out a significant difference on their expectations of their portfolio
projects and their perceptions of portfolio impacts. The Univariate analysis of
variance reveals that the male participants tended to be more positive in their
perceptions of portfolio impacts on their beliefs about their teaching practices than
their female counterparts. Furthermore, the male participants with degrees or
qualifications in the field of education scored relatively higher in their responses on
the sub-components of their expectations. Implications from the findings suggest that
the male participants who have qualifications in the field of education expect more
from their portfolio projects, not only to learn and improve their teaching but also to
gain good evaluation and recognitions or awards, than those male without
qualifications in education and the female participants. However, it is important to
note that the number of male participants recruited in the interviews and the male
participants without qualifications in the field of education included in the survey are
relatively small.
Acker (1990) stated that gender identity is indeed influential, though in varying and
complex ways, on how teachers approach teaching and learning in the context of
change. Families and domestic obligations create an unwelcome triple or quadruple
shift for many female teachers; while they can be sources of strength, stability,
support and identity for their male counterparts. Families for the male teachers can be
their personal anchors that help them retain some sense of balance and perspective
beyond the vortex of work and career. Kelchtermans (1993) confirmed the importance
of the influence of family experiences, particularly parenthood, on the teachers’
professional activities. In general most studies point out the significant influence of
teachers’ experiences in private sphere such as family life, parenthood and maledominant school culture (Mattingly, 1987; Popkewitz & Lind, 1989; Acker, 1990;
Kelchtermans, 1993). Thus to further probe into the gender issues and their impacts
on teachers’ learning in the context of change, it is recommended that any further
studies in this similar topic should include greater numbers of male participants in all
groups, especially according to their educational background and additional questions
should be added to collect data on the participants’ family life, particularly their
parental experiences.
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Collegiality in the context of change
Findings of the study were consistent with other studies conducted earlier in relation
to collegiality and related notions in relation to teachers’ perspectives on their tasks
and practices in the context of change (Goodlad, 1984; Little, 1987; Rosenholtz,
1989; Hargreaves, 1993; Darling-Hammond & McLaughlin, 1995; Middleton, 2000;
Harris & Anthony, 2001).
In response to the factors found useful in their portfolio construction, the majority of
survey respondents highly rated the importance of collaboration among peers and
moral support from peers and supervisors among the top five of the list (see Table
5.16). The majority of respondents also agreed that collaboration among peers and
moral support from peers and supervisors were important factors to help them create
better portfolios (see Table 5.17). This was confirmed during the interviews when
some of the respondents revealed that collegiality and collaboration with their peers
helped them deal with innovations in the context of change with less anxiety and more
confidence. However the teachers also revealed during the interviews some of the
hindrance and frustrations in the course of collaborative meetings with their peers.
Teacher 9: From my personal experience in organizing the portfolio meetings
for those who are interested in sharing their ideas and problems with peers for
support and assistance, I have both good and bad moments.
…When we were helping each other preparing the portfolios for the Kru Tonbab
projects, we could really feel the team spirit and a boost in our relationships
among group members. Even in time of doubt and confusion when the policy
was still unclear about the evaluation criterion, we shared the stress and
anxiety.
…However, there are also problems with the time management among the
group members and the degrees of collaboration among us. Some members
hardly attend the meetings but always ask for any useful handouts or documents
produced by others. Some are frustrated as they feel they are taken advantages
of and some admit that they feel reluctant to share some of their worries as they
don’t want others to look down on their lack of confidence. All in all, the
meetings work for some more and less for others.
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Implications from these findings may be drawn from what Little (1990) warned about
the “weak ties” in the nature of collegiality or relevant collaborative activities. There
are many superficial examples of collegiality and collaboration, which may involve
assistance, sharing, and story-telling. These forms of collegiality are likely to be
inconsequential and have very little impact on the culture of the school. This
proposition is as well supported by others (Hargreaves & Dawe, 1989; Huberman,
1993). Hargreaves (1993) characterized the nature of contrived collegiality as a set of
formal, specific bureaucratic procedures as seen in initiatives such as peer coaching,
joint planning in specially provided rooms, formally scheduled meetings with clear
job descriptions and training programs for those in consultative roles. In brief, it is a
form of collaboration that does not create empowerment or facilitate the change
process, but instead often create enticement or entrapment. In addition, Huberman
(1993) pointed out that collegiality is not a fully legitimate end in itself. Thus
collaborative activities –sharing stories, planning or exchanging materials—do not
automatically bring about observable changes in classroom practices and may, if
pushed too hard, actually eat into time for other more meaningful and important work
and activities.
When asked about the constraints they found in their portfolio construction process,
almost half of the survey respondents identified the lack of guidance and support and
almost 40% pointed out the lack of encouragement. Implications of the teachers’
perceptions on the lack of collegiality in form of collaboration and support from peers
and supervisors were consistent with findings from other studies (Goodlad, 1984;
Rosenholtz, 1989).Goodlad (1984) suggested that there is little, if any, active and
ongoing exchanges of ideas and practices across schools, between groups of teachers,
or between individuals even in the same schools as most teachers work in autonomous
isolation conditions. Thus, inside schools, mutual assistance, moral support and/or
collaborative attempts on school improvement or professional development hardly
exist. Rosenholtz (1989) in describing what she termed as “stuck schools” commented
that in the majority of the schools, teachers often seem more concerned with their own
identity than a sense of shared community. In conclusion, teachers in common learn
about the nature of their work or innovations randomly, not deliberately, and tend to
follow their own instincts. Therefore, it is necessary for those responsible for
teachers’ professional development to provide opportunities for teachers to work
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collaboratively create school environments that foster true collegiality and organize
proper trainings to induce in teachers the ownership of their learning in the context of
change.
Teacher reflections as a result of portfolio use
As previous reports on studies of mandated policy initiatives (Sarason, 1982; Odden,
1991; McLaughlin, 1998) suggested, findings from the study reveal that the teachers
used teaching portfolios in compliance with the reform policies, but not with the
spirit, expectations, rules or program components expected. If teaching portfolios are
to serve as tools for teachers’ professional development by helping them to become
reflective practitioners, it is necessary to look closely at how the portfolio
construction process promotes teachers’ reflection. Reflection (Schon, 1987) occurs
when teachers draw on past experiences to interpret classroom situations and their
interpretation to some degree shapes the action they subsequently take. Professional
activity for teachers as well as other professionals does not mean applying their
knowledge to problems in a rule-governed fashion, but rather it is a constant process
of interpretation, action, reflection, and adjustment. Successful and meaningful
reflection can happen in the portfolio construction process only when the teachers are
actively engaged in the process and willing to take some personal risks. The
construction processes of recording, collecting, selecting and presenting are not
enough, the teachers need to constantly and continually assess, interact, reflect and
share their experiences and thoughts to bring about possibilities of learning and
change. A portfolio which is a collection of only the examples of a teacher’s best
work doesn’t provide any opportunities for reflection. Documents included should
prompt reflection on what their beliefs about teaching and learning are and how these
beliefs affect their choices in the classroom. Groundwater-Smith (1999) emphasized
that in providing evidence of their professional learning, teachers were not seeking to
prove that their teaching innovation project worked very effectively and achieved all
the desired outcomes, but instead, to indicate what they had learned as a result of the
project.
Findings from the interviews and review of documents suggest that the teachers
tended to select and present only outstanding pieces of their work and most content
was in basic form (exactly the way the documents were when obtained), a few were in
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realistic form with some details of rationale and practical usage, and only few
displayed evidence of evaluation and reflection. From the survey, the findings show
that most respondents agreed that they completed their portfolios mainly to fulfill the
quality assurance requirements. Therefore, the formats and contents investigated in
this study were relevant to the purpose of portfolios as a part of an evaluation process.
Though the respondents mostly tended to agree that they wanted to improve their
teaching as they constructed their portfolios, none of those interviewed included any
of their works or documents that revealed their imperfections or made suggestions for
further improvement.
The construction process of teaching portfolios involves some risks for the teachers as
the stakes are high. This may explain why they chose to present only their best work
and missed the opportunities to reflect on the needed changes in their teaching and
learning. If they included cases of their dilemmas or frustration, they might
unsuspectedly discover their own imperfections and deficiencies. The risks are
significant for them professionally as they surely do not want to display their
weaknesses and mistakes to their peers and supervisors. Hoban (2002) suggested that
one of the reasons why many teachers avoid discussing or acknowledging publicly
any uncertainties and ambiguities in their practices is because they are afraid to be
seen as professionally incompetent. Another explanation offered by Brookfield (1995)
suggested that there are three cultural barriers that discourage teachers from being
critically reflective on their practice; namely, the culture of silence, the culture of
individualism and the culture of secrecy. A climate that promotes or encourages
people to talk publicly about their uncertainties, frustrations or mistakes is not
commonly found or easily created in schools where teachers mostly work in isolation
and get rewarded when they prove themselves to be better than others.

Recommendations as a result of the study
The implications of the study discussed in the previous section suggest that care must
be taken in designing relevant policies and implementation plans to promote and
support the use of teaching portfolios for the dual purposes – teachers’ performance
assessment and professional development. Clear policy and procedure from the
concerned authorities, the Ministry of Education, agencies responsible for the
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portfolio promotion and evaluation and the schools are rated the highest among the
responses to factors that helped to create better portfolios and relatively high as useful
factors. Moreover, about 60% of the respondents checked on unclear policy and
procedure as constraints in their portfolio construction process. Collaboration among
concerned officials in different agencies will assist in the promotion of the use of
teaching portfolios among school teachers, not just to fulfill the requirements for the
quality assurance but also to develop professionally towards the new learning
paradigm and quality standards. A flexible and versatile format for professional
learning should be designed with all quality standards implanted towards the same
goals which are prescribed by the reform laws—the reform of teachers and learning
process through a learner-centered approach. More emphasis should be on the
teachers’ knowledge and skills of subject contents and pedagogy and less on personal
attributes (such as self-sacrificing and morally sound) which are often too abstract and
intangible.
As proposed by many (Lieberman, 1995; Lieberman & Miller, 1999; Harris &
Anthony, 2001) teacher training programs, which in general involved a particular
method or set of techniques and organized as one-shot workshops often proved to be
ineffective. Harris and Anthony (2001) contended that these training programs were
often notoriously unpopular with teachers and generally ineffective in promoting
substantive change in their practices (p.371). From the study, though the majority of
the respondents answered that they had taken some trainings prior to their portfolio
construction process; almost half of them checked on the lack of proper training and
inadequate knowledge of portfolios and their uses as responses on constraints in their
portfolio construction process. In addition, more than half of the respondents pointed
out that unclear understanding of the purposes posed a constraint for them as well. It
is implied that the trainings organized for them, both in-house and outside sessions on
voluntary and compulsory basis either were inefficiently conducted or failed to
provide the necessary knowledge and skills. Lieberman and Miller (1999) described
these professional trainings as “technical tinkering” and pointed out they were likely
to fail as they infantilize teachers and push them into patterns of defensiveness and
conservatism (p.5).
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Thus it is suggested by many that in organizing professional training, teachers should
be treated as professionals and active inquirers who are able to direct and take
ownership of their own learning and they should be encouraged to work and learn
together in groups (Clark, 1992; Grossman, 1992; Darling-Hammond & McLaughlin,
1995). Any teacher development efforts should be inquiry-orientated and sustained
over a long period of time so that the teachers will manage to acquire their sense of
ownership of their own learning. Therefore, for any portfolio training programs to
effectively facilitate teachers’ learning in this context of reform, it is important to take
into consideration not only the focus on the teachers as active inquirers in the program
activities but also the timeframe and continuity of the programs themselves to create
community of learners among teachers as well as their sense of ownership for the
success of the change process.
Furthermore, portfolios which are meaningful and effective should encourage the
teachers to think critically, self-assess, self-regulate and reflect on teaching
techniques, students’ learning styles and assessment methods (Shulman, 1988;
Richert, 1990; Edgerton et al., 1991; Lichtenstein et al., 1992; Seldin, 1993;
Zubizarreta, 1994; Wolf, 1998; Murray, 1997; Wenzlaff, 1998; Campbell et al.,
2001). To be able to do all these, advanced knowledge and skills are required and
even the best teachers may not have them all. From the survey findings, samples of
good portfolios were highly rated as a very important factor that helped the teachers to
create better portfolios. It showed that most teachers needed assistance and guidelines
as they had trouble writing up aspects of their teaching (such as statements on their
philosophy and beliefs in teaching and learning). In addition, many also had
difficulties documenting their own teaching practices as they had no experience or
training in writing about teaching so some ended up with the tendency to overdocument as they included just any documents they got their hands on no matter how
irrelevant and trivial they were (see Chapter Five for details of portfolio content).
In addition to the previous recommendations, studies on teacher development and
related issues (Sprinthall & Thies-Sprinthall, 1983; Fullan, 1992; Leithwood, 1996)
provide some suggestions on how to organize effective teacher development
programs. Sprinthall and Thies-Sprinthall (1983) provided evidence that cognitive
development can be facilitated by placing teachers in significant role-taking situations
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along with continuous guided reflection and on-going support. Some essential
elements are identified as follows:
-

role-taking experiences: requiring direct and active experience in a variety of
professional roles;

-

qualitative role taking: matching the level of complexity in the role to the level
of development in teacher learners;

-

guided reflection: teaching them how to ask questions and examine their
experience from a variety of views through structured learning;

-

guided integration: providing a balance between real experience and
discussion/reflection/teaching;

-

continuity: arranging for continuous programs that extend over at least a oneyear period;

-

personal support and challenge: providing for both support and challenge
during the training period; and

-

assessment level: identifying an individual’s level of development through a
variety of test instruments (p. 19.)

Green and Smyser (1996) contended that one of the biggest problems in developing a
teaching portfolio is time. It is important to make it clear to all concerned that
compiling a portfolio is not quick or easy. In addition, they recommended that a
timeline of at least three years should be allowed for complete implementation of
teaching portfolios within an organization, and one year for developing an individual
teacher's portfolio. Findings from the study confirms that time is a major constraint in
the teachers’ portfolio projects.
From this study, the time restraints and overload of routine work and responsibilities
are also found to be major constraints in their portfolio construction process. Teachers
are required to invest enormous amount of time if they intend to create quality
portfolios. Though they may be rewarded in various forms once the portfolios are
completed, they can not devote time without making some personal sacrifices. The
timeframe of the portfolio policies which allows school teachers to work on their
portfolios projects several years before the external audit deadlines (2005) may seen
to allow adequate time for the preparation and construction process of their portfolio
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projects. However, the teachers’ routine workload, other responsibilities and
obligations to other reform innovations can not be ignored. To make it possible for the
teachers to learn and adopt the innovations and changes related to the new policies
bombarding them in this time of reform and still manage to carry on their regular
duties and assignments, much consideration must be taken in the arrangement of work
schedules for teachers, delegation of non-academic works and responsibilities to other
school personnel and incentive plans for innovative attempts.
However, taking into consideration the current situation of shortage of qualified
teachers in our public schools, cutting down on the workload and extra time allocated
for portfolio projects for teachers are too expensive and almost impossible. The
incentive plans such as the model teacher projects or the NTQ system, no matter how
tempting they may be with social recognition and the attached monetary rewards may
easily fail to promote or inspire any innovations as the teachers are held down by the
imposed overload of routine duties and responsibilities and special assignments.
Therefore, it is strongly recommended that measures to relieve school teachers from
non-academic duties and clerical works should be introduced, as well as proper
allocations of teaching workload and other responsibilities should be negotiated with
allowance for teacher development activities.

Questions to consider for further research
The findings of this study provide some essential implications for the use of teaching
portfolios as a tool for teachers’ performance assessment and professional
development in the context of education reform. However, several questions evolved
as a result of this study and are now presented. The following questions are meant for
teacher educators, school administrators and policy-makers who are interested in
conducting further research on the use of teaching portfolios for quality enhancement
or concerned with the change efforts in the reform of teachers and the learning
reform.
1. What are the impacts of the use and development of teaching portfolios on
teachers’ actual classroom practices and what are the consequences for their
students?
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2. What are the specific types of portfolio contents or entries that teachers find
useful and effective in promoting quality reflection on their beliefs and
practices in relation to teaching and learning?
3. What are the impacts of different portfolio training experiences on the
teachers’ perceptions of their portfolio construction process and other
outcomes?

Conclusion
…The fact that those who advocate and develop changes get more rewards than
costs, and those who are expected to implement them experience many more
costs than rewards, goes a long way in explaining why the more things change,
the more they remain the same. If the change works, the individual teacher gets
little of the credit; if it doesn’t, the teacher gets most of the blame… (Fullan &
Stiegelbauer, 1991, p.127)
The current attempts of educational change in such a large scale and multidimensional
reform movements in the Thai educational system may serve as another lesson for
policy-makers and educators. Though it may be too early to conclude that the reform
policy and implementation approaches chosen are doomed to fail in regards to the
teachers’ roles as suggested by current literature (Goodlad, 1990a, 1990b; Sarason,
1982, 1990; Cuban, 1984, 1990; Odden, 1991; Fullan & Miles, 1992; Clark & Astuto,
1994; Fullan & Hargreaves, 1996a; Darling-Hammond & McLaughlin, 1995;
McLaughlin, 1998; Fink & Stoll, 1998; Hoban, 2002), the fact that there are
numerous problems and difficulties which are hindering the reform process cannot be
denied. The failure to include teachers who are possibly the most crucial change
implementers in the decision-making and planning stages of the reform policies and to
ignore the complex nature of teaching and teaching profession will always result in
whirlpools of disputes and confusion on core objectives and trivial achievements as
outcomes. Like other tools, teaching portfolios, though well supported by many
(Shulman, 1988; Richert, 1990; Edgerton et al., 1991; Lichtenstein et al., 1992;
Seldin, 1993; Zubizarreta, 1994; Wolf, 1998; Murray, 1997; Wenzlaff, 1998;
Campbell et al., 2001) to be appropriate and effective for quality enhancement in both
performance assessment and professional development, require proper understanding,
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careful application and selective adoption on the parts of users to attain the promised
outcomes.
Teachers, the main actors on this stage of change, are expected to deliver the
performance according to the scripts written by others and to fulfill the audience’
expectations and satisfaction as well as their own. Change is a very personal
experience. Teachers must clearly understand their parts and what is expected of them
before they can make decisions on how to interpret and execute their performance
befitting their roles. Not only do they need to have the ability and sensitivity to
perform their roles, but also they must feel inclined to do so themselves. Thus for any
educational change efforts or reform in any scale to yield substantial success towards
the desired objectives and to bring about sustainable development of the system and
all concerned, policy-makers must make certain that the adopters of change policies
must have the required abilities, sensitivity and inclination to implement the policies
as planned.
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National Education Act, B.E. 2542 (1999)
BHUMIBOL ADUL Y ADEJ REX
Enacted on the 14th Day of August B.E. 2542
Being the 54th Year of the Present Reign.
Phrabat Somdet Phra Paramintharamaha Bhumibol Adulyadej is graciously
pleased to proclaim that the promulgation of a National Education Act is deemed
necessary.
This Act includes certain provisions having implications on restriction of a
person's rights and liberties. Sections 29 and 50 of the Constitution of the Kingdom of
Thailand authorize such restriction by virtue of the provisions of specific laws.
His Majesty, therefore, granted His Royal assent for the promulgation of the
National Education Act in accord with the recommendation and consent of the
National Assembly as follows:
Section 1 This Act shall be called the "National Education Act B.E.2542"
Section 2 This Act shall be in force as of the day after its promulgation in
the Government Gazette.
Section 3 All existing statutory provisions, rules, regulations, codes of
practice, announcements, and orders relating to those promulgated in this Act or
contrary to or inconsistent with the provisions in this Act shall be annulled and
henceforth replaced by those in this Act.
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Section 4 In this Act,
"Education" means the learning process for personal and social
development through imparting of knowledge; practice; training; transmission of
culture; enhancement of academic progress; building a body of knowledge by creating
a learning environment and society with factors available conducive to continuous
lifelong learning.
"Basic education" means education provided before the level of higher
education.
"Lifelong education" means education resulting from integration of
formal, non-formal, and informal education so as to create ability for continuous
lifelong development of quality of life.
"Educational institutions" means early childhood development
institutions, schools, learning centres, colleges, institutes, universities, educational
agencies, or other state or private bodies with powers and duties or aims of providing
education.
"Basic education institutions" means those providing basic education.
"Educational standards" means specifications of educational
characteristics, quality desired, and proficiency required of all educational institutions.
They serve as means for equivalency for purposes of enhancement and monitoring,
checking, evaluation, and quality assurance in the field of education.
"Internal quality assurance" means assessment and monitoring of the
educational quality and standards of the institutions from within. Such assessment and
monitoring are carried out by personnel of the institutions concerned or by parent
bodies with jurisdiction over these institutions.
"External quality assurance" means assessment and monitoring of the
educational quality and standards of the institutions from outside. Such assessment
and monitoring are to be carried out by the Office for National Education Standards
and Quality Assessment or by persons or external agencies certified by the Office.
Such measures ensure the quality desired and further development of educational
quality and standards of these institutions.
"Instructors" means teachers and faculty staff of educational institutions at
different levels.
"Teachers" means professional personnel with major responsibilities for
learning and teaching and encouragement of learning among learners through various
methods in both state and private educational institutions.
"Faculty staff" means personnel with major responsibilities for teaching
and research in state and private educational institutions at the degree level.
"Educational institution administrators" means professional personnel
responsible for administering each state and private educational institution.
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"Educational administrators" means professional personnel responsible
for educational administration outside educational institutions. Their responsibilities
cover the level of educational service area and above.
"Educational personnel" means educational institution administrators,
educational administrators as well as supporting personnel providing services or
whose responsibilities relate to teaching-learning process, supervision, and
educational administration in the different institutions.
"Ministry" means the Ministry of Education, Religion and Culture.
"Minister" means the Minister who shall oversee the application of this
Act.
Section 5 The Minister of Education, Religion, and Culture shall oversee
the application of this Act and shall be authorized to formulate ministerial rules,
regulations, and announcements related to its application.
Following their proclamation in the Government Gazette, the ministerial
rules, regulations, and announcements shall enter into force.
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Chapter 1
General Provisions:
Objectives and Principles
Section 6 Education shall aim at the full development of the Thai people
in all aspects: physical and mental health; intellect; knowledge; morality; integrity;
and desirable way of life so as to be able to live in harmony with other people.
Section 7 The learning process shall aim at inculcating sound awareness
of politics and democratic system of government under a constitutional monarchy;
ability to protect and promote their rights, responsibilities, freedom, respect of the rule
of law, equality, and human dignity; pride in Thai identity; ability to protect public
and national interests; promotion of religion, art, national culture, sports, local
wisdom, Thai wisdom and universal knowledge; inculcating ability to preserve
natural resources and the environment; ability to earn a living; self-reliance;
creativity; and acquiring thirst for knowledge and capability of self-learning on a
continuous basis.
Section 8

Educational provision shall be based on the following

principles:
(1) Lifelong education for all;
(2) All segments of society participating in the provision of education;
(3) Continuous development of the bodies of knowledge and learning processes.

Section 9 In organizing the system, structure, and process of education,
the following principles shall be observed:
(1) Unity in policy and diversity in implementation;
(2) Decentralization of authority to educational service areas, educational
institutions, and local administration organizations;
(3) Setting of educational standards and implementing system of quality
assurance for all levels and all types of education;
(4) Raising the professional standards of teachers, faculty staff, and
educational personnel, who shall be developed on a continuous basis;
(5) Mobilization of resources from different sources for provision of
education;
(6) Partnerships with individuals, families, communities, community
organizations, local administration organizations, private persons,
private organizations, professional bodies, religious institutions,
enterprises, and other social institutions.
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Chapter 2

Educational Rights and Duties
Section 10 In the provision of education, all individuals shall have equal
rights and opportunities to receive basic education provided by the State for the
duration of at least 12 years. Such education, provided on a nationwide basis, shall be
of quality and free of charge.
Persons with physical, mental, intellectual, emotional, social,
communication, and learning deficiencies; those with physical disabilities; or the
cripples; or those unable to support themselves; or those destitute or disadvantaged;
shall have the rights and opportunities to receive basic education specially provided.
Education for the disabled in the second paragraph shall be provided free
of charge at birth or at first diagnosis. These persons shall have the right to access the
facilities, media, services, and other forms of educational aid in conformity with the
criteria and procedures stipulated in the ministerial regulations.
Education for specially gifted persons shall be provided in appropriate
forms in accord with their competencies.
Section 11 Parents or guardians shall arrange for their children or those
under their care to receive compulsory education as provided by section 17 and as
provided by relevant laws, as well as further education according to the families'
capabilities.
.

Section 12 Other than the State, private persons and local administration
organizations, individuals, families, community organizations, private organizations,
professional bodies, religious institutions, enterprises, and other social institutions
shall have the right to provide basic education as prescribed in the ministerial
regulations.
Section 13 Parents or guardians shall be entitled to the following benefits:
(1) State support for knowledge and competencies in bringing up and
providing education for their children or those under their care;
(2) State grants for the provision of basic education by the families for the
children or those under their care as provided by the law;
(3) Tax rebates or exemptions for educational expenditures as provided by
the law.
Section 14 Individuals, families, communities, community organizations,
private organizations, professional bodies, enterprises, and other social institutions,
which support or provide basic education, shall be entitled to the following benefits as
appropriate:
(1) State support for knowledge and competencies in bringing up those
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under their care;
(2) State support for the provision of basic education as provided by the
law;
(3) Tax rebates or exemptions for educational expenditures as provided by
the law.
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Chapter 3
Educational System
Section 15 There shall be three types of education: formal, non-formal, and
informal.
(1) Formal education shall specify the aims, methods, curricula,
assessment, and evaluation conditional to its completion.

duration,

(2) Non-formal education shall have flexibility in determining the aims,
modalities, management procedures, duration, assessment and
evaluation conditional to its completion. The contents and curricula for
non-formal education shall be appropriate, respond to the requirements,
and meet the needs of individual groups of learners.
(3) Informal education shall enable learners to learn by themselves
according to their interests, potentialities, readiness and opportunities
available from individuals, society, environment, media, or other
sources of knowledge.
Educational institutions are authorized to provide anyone or all of the
three types of education.
Credits accumulated by learners shall be transferable within the same type
or between different types of education, regardless of whether the credits have been
accumulated from the same or different educational institutions, including learning
from non-formal or informal education, vocational training, or from work experience.
Section 16 Formal education is divided into two levels: basic education
and higher education.
Basic education is that provided for the 12 years before higher education.
Differentiation of the levels and types of basic education shall be as prescribed in the
ministerial regulations.
Higher education is divided into two levels: lower than-degree level and degree
level.

Differentiation or equivalence of the various levels of non-formal or
informal education shall be as stipulated in the ministerial regulations.
Section 17 Compulsory education shall be for nine years, requiring
children aged seven to enroll in basic education institutions until the age of 16 with
the exception of those who have already completed grade 9. Criteria and methods of
calculating children's age shall be as stipulated in the ministerial regulations.
Section 18 Early childhood and basic education shall be provided in the
following institutions:
(1) Early childhood development institutions, namely: childcare centres;
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child development centres; pre-school child development centres of
religious institutions; initial care centres for disabled children or those
with special needs, or early childhood development centres under other
names.
(2) Schools, namely: state schools, private schools, and those under
jurisdiction of Buddhist, or other religious institutions.
(3) Learning centres, namely: those organized by nonformal education
agencies;
individuals;
families;
communities;
community
organizations;
local
administration
organizations;
private
organizations; professional bodies; religious institutions; enterprises;
hospitals; medical institutions; welfare institutes; and other social
institutions.
,

Section 19 Higher education shall be provided in universities, institutes,
colleges, or those under other names in accord with the laws on higher education
institutions, those on the establishment of such institutions and other relevant laws.
Section 20 Vocational education and occupational training shall be
provided in educational institutions belonging to the State or the private sector,
enterprises, or those organized through co-operation of educational institutions and
enterprises, in accord with the Vocational Education Act and relevant laws.
Section 21 Ministries, bureaus, departments, state enterprises, and other
state agencies shall be authorized to provide specialized education in accord with their
needs and expertise, bearing in mind the national education policy and standards. The
criteria, methods, and conditions as stipulated in the ministerial regulations shall be
observed.
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Chapter 4
National Education Guidelines
Section 22 Education shall be based on the principle that all learners" are
capable of learning and self-development, and are regarded as being most important.
The teaching-learning process shall aim at enabling the learners to develop
themselves at their own pace and to the best of their potentiality.
Section 23 Education through formal, non-formal, and informal
approaches shall give emphases to knowledge, morality, learning process, and
integration of the following, depending on the appropriateness of each level of
education:
(1) Knowledge about oneself and the relationship between oneself and
society, namely: family, community, nation, and world community; as
well as knowledge about the historical development of the Thai society
and matters relating to politics and democratic system of government
under a constitutional monarchy;
(2) Scientific and technological knowledge and skills, as well as
knowledge, understanding and experience in management,
conservation, and utilization of natural resources and the environment
in a balanced and sustainable manner;
(3) Knowledge about religion, art, culture, sports, Thai wisdom, and the
application of wisdom;
(4) Knowledge and skills in mathematics and languages, with emphasis on
proper use of the Thai language;
(5) Knowledge and skills in pursuing one's career and capability of leading
a happy life.
Section 24 In organizing the learning process, educational institutions and
agencies concerned shall:
(1) provide substance and arrange activities in line with the learners'
interests and aptitudes, bearing in mind individual differences;
(2) provide training in thinking process, management, how to face various
situations and application of knowledge for obviating and solving
problems;
(3) organize activities for learners to draw from authentic experience; drill
in practical work for complete mastery; enable learners to think
critically and acquire the reading habit and continuous thirst for
knowledge;
(4) achieve, in all subjects, a balanced integration of subject matter,
integrity, values, and desirable attributes;
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(5) enable instructors to create the ambiance, environment, instructional
media, and facilities for learners to learn and be all-round persons, able
to benefit from research as part of the learning process. In so doing,
both learners and teachers may learn together from different types of
teaching-learning media and other sources of knowledge;
(6) enable individuals to learn at all times and in all places. Co-operation
with parents, guardians, and all parties concerned in the community
shall be sought to develop jointly the learners in accord with their
potentiality.
Section 25 The State shall promote the running and establishment, in
sufficient number and with efficient functioning, of all types of lifelong learning
sources, namely: public libraries; museums; art galleries; zoological gardens; public
parks; botanical gardens; science and technology parks; sport and recreation centres;
data bases; and other sources of learning.
Section 26 Educational institutions shall assess learners' performance
through observation of their development; personal conduct; learning behavior;
participation in activities and results of the tests accompanying the teaching-learning
process commensurate with the different levels and types of education.
Educational institutions shall use a variety of methods for providing
opportunities for further education and shall also take into consideration results of the
assessment of the learners' performance referred to in the first paragraph.
Section 27 The Basic Education Commission shall prescribe core
curricula for basic education for purposes of preserving Thai identity; good
citizenship; desirable way of life; livelihood; as well as for further education.
In accord with the objectives in the first paragraph, basic education
institutions shall be responsible for prescribing curricular substance relating to needs
of the community and the society, local wisdom and attributes of desirable members
of the family, community, society, and nation.
Section 28 Curricula at all levels of education and those for the persons
referred to in the second, third, and fourth paragraphs of section 10 shall be
diversified and commensurate with each level, with the aim of improving the quality
of life suitable for each individuals age and potentiality.
The substance of the curricula, both academic and professional, shall aim
at human development with desirable balance regarding knowledge, critical thinking,
capability, virtue and social responsibility.
Apart from the characteristics referred to in the first and second paragraphs, higher
education curricula shall emphasize academic development, with priority given to
higher professions and research for development of the bodies of knowledge and
society.
Section 29 Educational institutions in co-operation with individuals,
families, communities, community organizations, local administration organizations,
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private persons, private organizations, professional bodies, religious institutions,
enterprises, and other social institutions shall contribute to strengthening the
communities by encouraging learning in the communities themselves. Thus
communities will be capable of providing education and training; searching for
knowledge, data, and information; and be able to benefit from local wisdom and other
sources of learning for community development in keeping with their requirements
and needs; and identification of ways of promoting exchanges of development
experience among communities.
Section 30 Educational institutions shall develop effective learning
processes. In so doing, they shall also encourage instructors to carry out research for
developing suitable learning for learners at different levels of education.
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Chapter 5
Educational Administration and Management
________________________
Part 1
Educational Administration and Management by the State

______________________
Section 31 The Ministry shall have the powers and duties for overseeing
all levels and types of education, religion, art and culture; formulation of education
policies, plans and standards; mobilization of resources for education, religion, art and
culture; as well as monitoring and evaluation of results in the fields of education,
religion, art and culture.
Section 32 The Ministry shall have four main pillars in the form of
groups of individuals called a "council" or a "commission" as the case may be. These
are: National Council of Education, Religion and Culture; Commission of Basic
Education; Commission of Higher Education; and Commission of Religion and
Culture. They shall be responsible for providing views or advice to the Minister or the
Council of Ministers and shall have other powers and duties as provided by the law.
Section 33 The National Council of Education, Religion and Culture shall
be responsible for proposing national education policies, plans and standards; policies
and plans for religious, artistic and cultural affairs; mobilization of resources;
evaluation of provision of education; assessment of management of religious, artistic
and cultural affairs; as well as scrutinizing various laws and ministerial regulations as
stipulated in this Act.
The National Council of Education, Religion and Culture shall be
comprised of the Minister as Chairman; ex officio members from the various agencies
concerned; representatives of private, local administration, professional organizations;
and scholars whose total number shall not be less than that of all other categories
combined.
The Secretariat of the National Council of Education, Religion and
Culture shall be a legal entity with its Secretary General serving as member and
secretary.
The number of members of the National Council, their qualifications, criteria,
nomination procedures, selection method, term and termination of office shall be as
prescribed by the law.
Section 34 The Commission of Basic Education shall be responsible for
proposing policies, development plans, standards, and core curricula for basic education

in line with the National Scheme of Education, Religion, Art and Culture;
mobilization of resources; monitoring; inspection; and evaluation of the provision of
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basic education.
The Commission of Higher Education shall be responsible for proposing
policies, development plans, and standards for higher education in line with the
National Scheme of Education, Religion, Art and Culture; mobilization of resources;
monitoring; inspection; and evaluation of the provision of higher education, taking
into consideration academic freedom and excellence of degree-level institutions in
accord with the laws on the establishment of such institutions and other relevant laws.
The Commission of Religion and Culture shall be responsible" for
proposing policies and development plans for religion, art and culture in accord with
the National Scheme of Education, Religion, Art and Culture; mobilization of
resources; monitoring; inspection; and evaluation of work in the fields of religion, art,
and culture.
Section 35 The Commissions referred to in section 33 shall be comprised
of: ex-officio members from various agencies concerned; representatives of private,
local administration, professional organizations; and scholars whose total number
shall not be less than that of all other categories combined.
The number of members of the Commissions, their qualifications, criteria,
nomination procedures, method of selecting chairpersons and members, terms and
termination of office of each Commission shall be as provided by the law with due
consideration to different functions under the responsibilities of each Commission.
The Secretariats of the Commissions referred to in section 33 shall be legal entities
and the Secretary-General of each Commission shall serve -as member and secretary
of the Commission.
Section 36 The state educational institutions providing education at the
degree level shall be legal entities and enjoy the status of government or statesupervised agencies with the exception of those providing specialized education
referred to in section 21.
The above institutions shall enjoy autonomy; be able to develop their own
system of administration and management; have flexibility, academic freedom and be
under supervision of the councils of the institutions in accord with the foundation acts
of the respective institutions.
Section 37 The administration and management of basic education and
higher education at lower-than-degree level shall be based on the educational service
areas, taking into consideration the number of educational institutions and the number
of population as the main criteria as well as other appropriate conditions.
The Minister, on the advice of the National Council of Education,
Religion and Culture, shall be authorized to announce designation of educational
service areas in the Government Gazette.
Section 38 In each educational service area, there shall be an Area
Committee for Education, Religion and Culture and its Office. The Area Committee
and its Office shall have the powers and duties for overseeing educational institutions
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at the basic and lower-than-degree levels; establishment, dissolution, amalgamation or
discontinuance of educational institutions; promotion and support for private
educational institutions in the educational service area; promotion and support for
local administration organizations so as to be able to provide education in accord with
the educational policies and standards; promotion and support for education provided by
individuals, families, community organizations, private organizations, professional bodies,
religious institutions, enterprises, and other social institutions offering a variety of training;
including overseeing the units responsible for religious, artistic, and cultural affairs in the
area.
The Area Committee for Education, Religion and Culture shall be comprised of
representatives of community, private, and local administration organizations; teacher
associations; educational administrator .associations; parent-teacher associations; religious
leaders; and scholars in education, religion, art, and culture.

The number of the committee members, their qualifications, criteria,
nomination procedures, selection of the chairperson and members, and terms and
termination of office shall be as stipulated in the ministerial regulations.
The Director of the Office for Education, Religion and Culture of the
educational service area shall serve as member and secretary of the Committee for
Education, Religion and Culture of the area.
Section 39 The Ministry shall decentralize powers in educational
administration and management regarding academic matters, budget, personnel and
general affairs administration directly to the Committees' and Offices for. Education,
Religion and Culture of the educational service areas and the educational institutions
in the areas.
Criteria and procedures for such decentralization shall be as stipulated in
the ministerial regulations.
Section 40 In each institution providing basic education and that at lowerthan-degree level, there shall be a board supervising and supporting the management
of the institution. The board shall be comprised of representatives of parents; those of
teachers, community and local administration organizations, alumni of the institution, and
scholars.

The number of board members, their qualifications, criteria, nomination
procedure, selection of chairperson and members of the board, term and termination
of office shall be as stipulated in the ministerial regulations.
The director of the educational institution shall serve as member and
secretary of its board.
Provisions in this section shall not be applicable to the educational
institutions referred to in section 18 (1) and (3).

225

Part 2
Educational Administration and Management by Local
Administration Organizations

______________________
Section 41 Local administration organizations shall have the right to
provide education at any or all levels of education in accord with readiness, suitability
and requirements of the local areas.
Section 42 The Ministry shall prescribe the criteria and procedures for
assessing the readiness of the local administration organizations to provide education.
The Ministry shall be responsible for co-ordination and promotion of the local
administration organizations' capability to provide education in line with the policies
and standards required. It shall also advise on the budgetary allocations for education
provided by local administration organizations.
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Part 3
Educational Administration and Management by the Private Sector

_____________________
Section 43 The administration and management of education by the
private sector shall enjoy independence with the State being responsible for
overseeing, monitoring, and assessing educational quality and standards. Private
educational institutions shall follow the same rules for assessment of educational
quality and standards as those for state educational institutions.
Section 44 Private education institutions referred to in section 18 (2) shall
be legal entities and shall establish their own boards comprising private education
administrators; authorized persons; representatives of parents; those of community
organizations; those of teachers and alumni; and scholars.
.

The number of board members, their qualifications, criteria, nomination
procedures, selection of chairperson and members, term and termination of office
shall be as stipulated in the ministerial regulations.
Section 45 Private education institutions shall be authorized to provide
education at all levels and of all types as stipulated by the law. Clear-cut policies and
measures shall be defined by the State regarding participation of the private sector in
the provision of education.
In formulating policies and implementing plans of education provided by the State,
educational service areas or local administration organizations, due consideration
shall be given to effects on provision of private education. The Minister or the Area
Committees for Education, Religion and Culture or the local administration
organizations shall accordingly take into account views of the private sector and the
public.
Private institutions providing education at the degree level shall be
allowed to function with autonomy, develop their own system of administration and
management, flexibility, and academic freedom and shall be under supervision of
their own council in accord with the Act on Private Higher Education Institutions.
Section 46 The State shall provide support in terms of grants, tax rebates
or exemptions, and other benefits to private education institutions as appropriate. It
shall also provide academic support to private education institutions to reach the
standards required and attain self-reliance.
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Chapter 6
Educational Standards and Quality Assurance
Section 47 There shall be a system of educational quality assurance to
ensure improvement of educational quality and standards at all levels. Such a system
shall be comprised of both internal and external quality assurance.
The system, criteria, and methods for quality assurance shall be as
stipulated in the ministerial regulations.
Section 48 Parent organizations with jurisdiction over educational
institutions and the institutions themselves shall establish a quality assurance system
in the institutions. Internal quality assurance shall be regarded as part of educational
administration which must be a continuous process. This requires preparation of
annual reports to be submitted to parent organizations, agencies concerned and made
available to the public for purposes of improving the educational quality and
standards and providing the basis for external quality assurance.
Section 49 An Office for National Education Standards and Quality
Assessment shall be established as a public organization, responsible for development
of criteria and methods of external evaluation, conducting evaluation of educational
achievements in order to assess the quality of institutions, bearing in mind the
objectives and principles and guidelines for each level of education as stipulated in
this Act.
All educational institutions shall receive external quality evaluation at
least once every five years since the last exercise and the results of the evaluation
shall be submitted to the relevant agencies and made available to the general public.
Section 50 The educational institutions shall lend co-operation in
preparation of documents and evidence providing relevant information on institutions.
They shall also arrange for their personnel, institutions' boards, including parents and
those associated with the institutions to provide additional information considered
relevant to their functioning, on the request of the Office for National Education
Standards and Quality Assessment, or persons, or external agencies certified by the
Office and entrusted with the task of conducting external evaluation of these
institutions.
Section 51 In cases where the results of the external evaluation show that
an educational institution has not reached the standards required, the Office for
National Education Standards and Quality Assessment shall submit to the parent
organizations recommendations on corrective measures for that institution to improve
its functioning within a specific period of time. In cases where corrective measures
are not implemented, the Office for National Education Standards and Quality
Assessment shall submit reports to the Commission of Basic Education or the
Commission of Higher Education so as to take the necessary remedial action.
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Chapter 7
Teachers, Faculty Staff and Educational Personnel
Section 52 The Ministry shall promote development of a system for
teachers and educational personnel, including production and further refinement of
this category of personnel, so that teaching will be further enhanced and become a
highly respected profession. The Ministry shall, in this regard, take a supervisory and
co-ordinating role so that the institutions responsible for production and development
of teachers, faculty staff and educational personnel shall be ready and capable of
preparing new staff and continually developing in-service personnel.
Sufficient funds shall be allocated by the State for the budget required and
for establishing the Fund for Development of Teachers, Faculty Staff and Educational
Personnel.
Section 53 There shall be an Organization for Teachers, Educational
Institution Administrators and Educational Administrators. The Organization shall
enjoy the status of an independent body administered by a professional council under
supervision of the Ministry. The Organization shall have the powers and duties for
setting professional standards; issuing and withdrawal of licenses; overseeing
maintenance of professional standards and ethics; and developing of the profession of
teachers, educational institution administrators and educational administrators.
Teachers, administrators of educational institutions, educational
administrators and other educational personnel of both the state and private sectors
shall have professional licenses as provided by the law.
In establishing the Organization for Teachers, Educational Institution
Administrators and Educational Administrators and other educational personnel,
determination of qualifications required, criteria and procedures for issuing and
withdrawal of licenses shall be as stipulated by the law.
The provision in the second paragraph shall not apply to educational
personnel providing informal education, educational institutions referred to in section
18 (3), administrators at the educational levels above education service areas, and
specialized educational resource persons.
The provisions in this section shall not apply to the faculty staff,
.educational institution administrators and educational administrators of higher
education at the degree level.
Section 54 There shall be a central organization responsible for
administering personnel affairs of teachers. All teachers and educational personnel of
agencies at both state educational institution level and educational service area level
shall enjoy the status of civil servants under jurisdiction of a central teacher civil
service organization. The personnel affairs administration shall be based on the
principle of decentralization to educational service areas and educational institutions
as stipulated by the law.
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Section 55 There shall be a law on salaries, remuneration, welfare and
other benefits allowing teachers and educational personnel sufficient incomes
commensurate with their social status and profession.
A Fund for Promotion and Development of Teachers, Faculty Staff and
Educational Personnel shall be established to be used as grants for innovations, outstanding
achievements and rewards in honour of teachers, faculty staff and teaching personnel as
stipulated in the ministerial regulations.

Section 56 The production and development of faculty staff and
educational personnel; development of professional standards and ethics; and
personnel administration for civil servants or officials in degree-level educational
institutions enjoying legal entities shall be as provided by the foundation laws of the
respective institutions or other relevant laws.
Section 57 Educational agencies shall mobilize human resources in the
community to participate in educational provision by contributing their experience,
knowledge, expertise, and local wisdom for educational benefits. Contributions from
those who promote and support educational provision shall be duly recognized.

230

Chapter 8
Resources and Investment for Education
Section 58 There shall be mobilization of resources and investment in
terms of budgetary allocations, financial support and properties from the State; local
administration organizations; individuals; families; communities; community
organizations; private persons; private organizations; professional bodies; religious
institutions; enterprises; other social institutions; and foreign countries, for use in the
provision of education as follows:
(1) The State and local administration organizations capable of providing
education shall mobilize resources for education. In so doing, they
shall be authorized to levy educational taxes as appropriate, in accord
with provisions in the law.
(2) As providers and partners in educational provision, individuals;
families; communities; local administration organizations; private
persons; private organizations; professional bodies; religious
institutions enterprises; and other social institutions shall mobilize
resources for education, donate properties and other resources to
educational institutions and share educational expenditures as
appropriate and necessary.
The State and local administration organizations shall encourage and
provide incentives for mobilization of these resources by promoting, providing
support and applying tax rebate or tax exemption measures as appropriate and
necessary, in accord with provisions in the law.
Section 59 State educational institutions which are legal entities shall be
empowered to take charge of, oversee, maintain, utilize and earn interest from their
properties, both state land as provided by the State Land Act and other properties;
earn income from their services; and charge tuition fees neither contrary to nor
inconsistent with their policies, objectives, and main missions.
Immovable properties of state educational institutions which are legal entities
acquired through donation or purchase or in exchange for their income shall not be regarded
as state land, and the institutions shall have the right of ownership.

Income and interest of educational institutions which are legal entities;
interest from the state land; indemnities from violation of study leave; and those from
violation of contracts for purchasing properties or hiring of work using budgetary
allocations shall not be income to be submitted to the Ministry of Finance as
stipulated by the Treasury Reserve Act and the Budgetary Procedure Act.
Income and interest of educational institutions which are not legal entities,
interest from state land, indemnities from violation of study leave, and those from
violation of contracts for purchasing properties or hiring of work using budgetary
allocations shall be utilized by educational institutions in their educational provision as
stipulated by the rules of the Ministry of Finance.

231
Section 60 The State shall be responsible for the following:
(1) Distribution of general subsidies for per head expenditure
commensurate with the needs of those receiving compulsory and basic
education provided by the State and the private sector. These grants
shall be distributed on an equal basis.
(2) Distribution of grants in terms of loans for those from low-income
families, as appropriate and necessary.
(3) Distribution of budgetary allocations and other special educational
resources suitable and in line with the requirements for educational
provision for each group of persons with special needs referred to in
the second, third and fourth paragraphs of section 10. In so doing,
consideration shall be given to equality of educational opportunity and
justice in accord with the criteria and procedures stipulated in the
ministerial regulations.
(4) Distribution of budgetary allocations for operating and capital costs of
educational institutions in accord with the policies, the National
Education Development Plan, and the missions of the respective
institutions, which shall be allowed freedom in utilization of the
allocations and educational resources. In so doing, consideration shall
be given to quality and equality of educational opportunity.
(5) Distribution of budgetary allocations as general subsidies for state
degree-level institutions which are legal entities and are statesupervised or public organizations.
(6) Distribution of low-interest loans to private educational institutions for
eventual self-reliance.
(7) Establishment of the State and Private Education Development Fund.
Section 61 The State shall distribute subsidies for education provided by
individuals, families, communities, community organizations, private organizations,
professional bodies, religious institutions, enterprises, and other social institutions as
appropriate and necessary.
Section 62 There shall be a system for auditing, following-up and
evaluation, by internal units and state agencies responsible for external auditing, of
efficiency and effectiveness. in utilization of educational budgetary allocations in line
with the Principles of Education, National Educational Guidelines and the educational
quality and standards required.
The criteria and procedures for the auditing, follow up, and evaluation as
prescribed in the ministerial regulations shall be observed.
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Chapter 9
Technologies for Education
Section 63 The State shall distribute frequencies, signal transmission
devices, and other infrastructure necessary for radio broadcasting, television,
telecommunication radio, and other media of communication for use in provision of
formal, non-formal, and informal education and enhancement of religious, artistic,
and cultural affairs as necessary.
Section 64 The State shall promote and support the production and
refinement of textbooks, reference books, academic books, publications, materials,
and other technologies for education through acceleration of production capacity;
provision of financial subsidy for production and incentives for producers; and
development of technologies for education. In so doing, fair competition shall be
ensured.
Section 65 Steps shall be taken for personnel development for both
producers and users of technologies for education so that they shall have the
knowledge, capabilities, and skills required for the production and utilization of
appropriate, high-quality, and efficient technologies.
Section 66 Learners shall have the right to develop their capabilities for
utilization of technologies for education as soon as feasible so that they shall have
sufficient knowledge and skills in using these technologies for acquiring knowledge
themselves on a continual lifelong basis.
Section 67 The State shall promote research and development; production
and refinement of technologies for education; as well as following-up, checking, and
evaluating their use to ensure cost-effective and appropriate application to the
learning process of the Thai people.
Section 68 Financial resources shall be mobilized for the establishment of
the Technology for Education Development Fund. These resources shall include state
subsidies, concession fees and profits from enterprises relating to mass media and
information, and communication technologies from all sectors concerned, namely,
state sector, private sector, and other public organizations. Special fees shall be
charged for the application of these technologies for human and social development.
The criteria and procedures for distribution of the Fund for the production,
research and development of technologies for education shall be as prescribed in the
ministerial regulations.
Section 69 The State shall establish a central unit responsible for
proposing policies, plans, promotion and coordination of research, development and
utilization of technologies for education, including matters relating to evaluation of
the quality and efficiency of the production and application of the technologies for
education.
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Transitory Provisions
Section 70 All legislation, rules, regulations, statutes, announcements,
and orders pertaining to education, religion, art, and culture applicable on the
enactment date of this Act shall continue to be in force until the necessary
amendments in line with this Act have been made, which shall not exceed five years
after the enactment date.
Section 71 The ministries, bureaus, departments, educational agencies,
and institutions in existence on the enactment date of this Act shall enjoy the same
status and shall have the same powers and duties until the educational administration
and management as provided by this Act have been in place, which shall not exceed
three years after the enactment date of this Act.
Section 72 At the initial stage, the provisions in the first paragraph of
section 10 and section 17 shall not apply until the necessary actions in line with these
provisions have been taken, which shall not exceed five years after the promulgation
date of the Constitution of the Kingdom of Thailand.
Within one year of the enactment date of this Act, the ministerial
regulations referred to in the second and fourth paragraphs of section 16 shall be in
force.
Within six years of the enactment date of this Act, the Ministry shall have
completed the first round of external evaluation of all educational institutions.
Section 73 At the initial stage, provisions in Chapter 5: Educational
Administration and Management and Chapter 7: Teachers, Faculty Staff and
Educational Personnel shall not apply until the necessary actions in line with these
provisions have been taken. These actions include amendment of the Teachers' Act of
1945 and the Teacher Civil Service Act of 1980, which shall not exceed three years
after the enactment date of this Act.
Section 74 At the initial stage pending the establishment of the Ministry,
the Prime Minister, the Minister of Education, and the Minister of University Affairs
shall oversee the application of this Act; and shall have the powers to issue ministerial
rules, regulations and announcements as provided by this Act, as related to their
respective powers and duties.
Necessary actions shall be required regarding provisions in Chapter 5 of
this Act relating to educational administration. Before the necessary actions are
completed, the Ministry of Education, the Ministry of University Affairs and the
National Education Commission shall act as the Ministry of Education, Religion and
Culture as provided by this Act, each carrying out the tasks in their respective
responsibilities.
Section 75 An Education Reform Office shall be established as an ad hoc
public organization by virtue of a royal decree as provided by the Public
Organizations Act. Taking public views into consideration, the Office shall:
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(1) propose the structures, organs and division of responsibilities as provided
in Chapter 5 of this Act,
(2) propose systems of teachers, faculty staff, and educational personnel as
provided in Chapter 7 of this Act;
(3) propose mobilization of educational resources and investment as
provided in Chapter 8 of this Act;
(4) submit proposals to the Council of Ministers regarding the necessary bills
for actions required in (1), (2) and (3);
(5) submit to the Council of Ministers proposals regarding amendments to
legislations, rules, regulations, statutes and orders in force to meet the
requirements in (1), (2) and (3) in accord with this Act;
(6) carry out other functions as provided by the Public Organizations Act.
Section 76 There shall be established a nine-member Executive Committee
of the Education Reform Office, comprised of a chairperson and members, appointed
by the Council of Ministers from among those with knowledge, capability, experience
and expertise in educational administration; state affairs administration; personnel
administration; budgetary, monetary, and financial systems; public laws; and
educational laws. The Executive Committee shall include not less than three scholars
who are neither civil servants nor officials of state agencies.
The Executive Committee shall be authorized to appoint scholars as its
advisers and appoint sub-committees to carry out the tasks it has assigned.
The Secretary-General of the Education Reform Office shall serve as
member and secretary of the Executive Committee, which shall supervise the
Secretary-General in the administration of the Office The Executive Committee and
the Secretary-General shall have a single term of office of three years, at the end of
which their tenures shall be terminated and the Education Reform Office shall be
dissolved.
Section 77 There shall be established a fifteen member Nominations
Committee for the Executive Committee of the Education Reform Office. The
Nominations Committee shall propose twice the number of the chairperson and
members of the Executive Committee from among those qualified for submission to
the Council of Ministers for appointment. The Nominations Committee shall
comprise:
(1) Five representatives of the agencies concerned, namely: Permanent
Secretary for Education, Permanent Secretary for University Affairs,
Secretary-General of the Council of State, Secretary-General of the
National Education Commission and Director of the Budget Bureau.
(2) Two members elected among rectors of state or private higher education
institutions which are legal entities; three members elected among
deans of faculties of pedagogy, educational science, or education of
both state and private universities offering masters degree courses in
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pedagogy, education science, or education. The three members shall
include at least a dean of the faculty of pedagogy, education science, or
education of a state university.
(3) Five members elected among representatives of academic or
professional associations in the field of education which are legal
entities.
The Nominations Committee shall elect one of its members as chairperson
and another as secretary of the Committee.
Section 78 The Prime Minister shall oversee the enactment of the royal
decree establishing the Education Reform Office and shall have the powers to oversee
the functioning of the Office as provided by the Public Organizations Act.
Other than the provisions in this Act, the royal decree establishing the
Education Reform Office shall include at least the following:
(1) Composition, powers, and duties and term of office of the Executive
Committee referred to in sections 75 and 76.
(2) Composition, powers, and duties of the Nominations Committee,
criteria, nomination procedures, and proposal for appointment of the
Executive Committee referred to in section 77.
(3) Qualifications and restrictions including termination of office of the
Executive Committee, the Secretary-General and staff.
(4) Capital fund, income, budget, and properties.
(5) Personnel administration, welfare, and other benefits.
(6) Supervision, inspection, and evaluation of achievements.
(7) Dissolution.
(8) Other provisions necessary for the smooth and efficient functioning of
the Office.

Countersigned by :

Chuan Leekpai
Prime Minister
Note: The rationale for the promulgation of this Act is the stipulation in the
Constitution of the Kingdom of Thailand that the State shall provide education
and training for creation of knowledge and morality. The private sector shall
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also be encouraged to participate in the provision of education and training.
The Constitution thus demands that the enactment of the National Education
Act is imperative. It requires improvement in the provision of education
consistent with economic and social changes; providing knowledge and
inculcating sound awareness of politics and a democratic system of
government under a constitutional monarchy; promoting research in various
disciplines; accelerating the application of education, science, and technology
for national development; promoting the teaching profession; and encouraging
the revival of wisdom, art and culture of the nation. In the provision of
education, due consideration shall be given by the State to the participation of
local administration organizations and the private sector as provided by the
law and the protection of providing education and training by professional
bodies and the private sector under state supervision. There should therefore
be a National Education Act to serve as the fundamental law for the
administration and provision of education and training in accord with the
provisions in the Constitution. It has, thus, become necessary to promulgate
this Act.
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Controversies and current issues in the Education Reform
Five years after the National Education Act (1999) became effective, one year after
the of Education Ministry Administrative Procedural Act ( 2003) and only a few years
away from the initial deadline of the most drastic education reform of the kingdom
(2007), some progress is visible while many questions still remain unanswered,
crucial problems unsolved and more disputes raised.
Since the beginning of the reform process (1997), which was initiated in response to
public demands and with the support of the first ever education law of the country
(1999), the Ministry of Education has seen already numerous ministers. Since coming
to power in early 2001, the government, a coalition with the predominant Thai Rak
Thai Party, five ministers have been appointed to head the education reform (as of
December 2004). Early in 2002, after three Education ministers the government
appeared to be at a loss as to how to finance the reforms and the comprehensive
measures under the education reform program were in chaotic state and concerned
personnel indecisive. Over the years three of them faced the no-confidence and
impeachment motions in the censure debates by the parliamentary opposition. Though
all three survived the allegations of mismanagement of the reform process and misuse
of power in personnel management, politics appears to have been unceasingly at play
in all aspects and levels of the reform process, particularly with the last minister
before the general election scheduled for early 2005.
In relation with the related legal issues, the 1999 National Education Act requires that
another 54 subordinated laws be enacted to deliver the expected results of the reform.
Up till the end of 2004 only three pieces of the legislation have been enacted so far.
One is the 2003 Act which permitted the merger of ministries and agencies to ensure
the overall education system is integrated and efficiently managed. The other two
laws are those dealing with the reform of the rules and regulations governing state
school teachers and the increase of the amount of mandatory schooling for every child
from six to nine years.
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Power struggles could be seen in the problematic allocation of education service areas
of the whole kingdom which was a part of the restructuring plan, and the new
requirements for the directors and deputy directors of these 175 service areas around
the country. Many high-ranking ministry officials disagreed with the allocation plan
as many posts would be eliminated and thus threatened their posts and future
promotions. The situation was worsened when over 300 executives lost their posts as
they failed the qualifying tests for the newly appointed posts and after the second
testing more than 400 executives ended up with meaningless and powerless positions
as ministry supervisors. In response, numerous regional seminars were organized by
those education executives and teachers to protest against the introduction of tests in
the recruitment of directors and deputy directors for the 175 service areas.
Late in 2003 teachers around the country were as well threatening to stage a mass
protest over the government’s repeated failures to raise their wages in its new salary
structure and later more troubles erupted when no decisions could be reached
concerning the fees and requirements for the professional licensure system. This was
resolved in late 2004, with still certain important conditions and regulations to be
finalized.
During the reshuffles of the C11-level ministry officials (most senior staff members)
in May 2004, more questions were raised and followed by more problems. The
transfer of the Secretary General of the Basic Education Commission, one of the five
key commissions of the ministry after the restructuring in 2003, brought out more
trouble in teachers’ strikes and protests in many parts of the country. The Basic
Education Commission is seen as the most important agency for education reform as
it oversees both primary and secondary schooling and has authority over more than
400,000 teachers nationwide. The former Secretary General, who was deemed by
many as the most experienced officers in the area of basic educational development,
was transferred to a less powerful post and the change was seen as a demotion for her.
The replacement was seen as having some affiliation with the Prime Minister’s family
business. Several organizations of teachers filed complaints to the parliament and
accused the Minister of nepotism and abuse of authority resulting in a failure in
education reform. They demanded his removal, threatened to withdraw support for the
government and staged demonstrations in many areas including Bangkok.
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In the censure debate with the no-confidence and impeachment motions against the
Education minister in May 2004, the opposition also focused on the alleged
negligence in investigating university entrance examination leaks besides his slow
progress in implementing reforms and misadministration. The transfer of head of the
Higher Education Commission, who was at the center of the university entrance
examination leak affair being investigated by the ministry to the post of secretary
general of the Education Council in May 2004 only raised further questions about his
judgment and more heated protests among the teachers.
More problems erupted in other areas of the system which include the private
education, vocational institutions, school autonomy movement, and shortage of more
than 40,000 teachers in schools all over the country. Decisions concerning the
management and administration of private schools and higher education institutions as
well as the status and resources for vocational institutions are yet to be made. Laws
governing the school autonomy, legal status and resource management are not yet
approved. New laws and regulations concerning the professional licensure of teachers,
their professional standards and remunerations were rejected and to be resubmitted
again to the parliament for approval. Moreover, the government’s campaign for early
retirement among civil officers resulted in a large number of teachers leaving the
profession and shortage of qualified teachers. Towards the end of the year 2004, there
are still disagreements and problems in the reorganization of salary scales and
licensure fees for teachers and educational personnel.
The latest study (December, 2004) on the current situations of Thai educational
system conducted by the Office of National Education Standards and Quality
Assessment (ONESQA) for the Deputy Prime Minister in charge of the Education
Reform concluded that there were still many problems to be tackled before the reform
could be actualized. In relation to the learning and teaching process, it is found that
there have been too many changes of school curriculum without much success. Many
schools changed their curriculum to fulfill the requirements of the Ministry without
much understanding of the teachers or any realistic classroom practices. The new
student assessment systems which offer remedial classes for those students who fail in
their exams are not well accepted by both teachers and parents as the systems are
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deemed to be the cause of decline in academic competency of the students. A revised
admission system for public universities still creates disputes among those involved
and controversial issues for the public at large. Problems of corruption are also
pointed out as many schools are using commercial textbooks which are more costly
than those produced by the Ministry. Teaching materials are found to be simply
duplications of commercial texts and teachers use them without taking into
consideration their students’ readiness and learning abilities. Some are included in
class documents as evidences for the teachers’ academic showcases. Anxiety of the
unknown future is another problem among the teachers as the decentralization of the
school administrative system is perceived by most as a threat to their job security.
Recommendations were made on the decentralization policy and practices as well as
the reconsiderations on teachers’ personnel recruitments, professional development
and their work welfare and benefits.
Sources of information:
www.nationmultimedia.com
www.bangkokpost.com
www.thairath.co.th
www.matichon.co.th
www.onesqa.or.th
Retrieved on November 15 and December15, 2004, and
January 15, February 15, and March 15, 2005
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Survey Questionnaire: Pilot Study I
Teacher’s Profile
Gender:

_____ Male

_____ Female

Age:

_____ under 25

_____ 26-35

_____ 36-45

_____ over 45

_____ Bachelor

_____ Master

Education:

_____ Doctorate
Do you have any formal qualifications in Education?
Current Position:

_____ Yes

_____ No

_____ Teacher
_____ Year Leader
_____ Subject Coordinator/ Leader
_____ Department Head
_____others, please specify……………………………………

Total of teaching experience:

_____ less than 1 year

_____ 1-5 years_____ 6-10 years

_____ 11-20 years

_____ over 20 years

School size (based on number of students): _____ Small (fewer than 500 students)
_____ Medium (500-1,499 students)
_____ Large (1,500 and over students)
School Level:

_____ Level 3 (Grade 7-9)

_____ Level 4 (Grade 10-12)

_____ Level 3&4 (Grade 7-12)
Average number of students in your class:

_____ under 30 _____ 31-50_____ over 50

Use of Portfolios
1. When did you first complete a portfolio? _____ before 2001

_____ 2001-2002

2. Please identify three reasons why you developed a portfolio by ranking them according to their
importance, where 1= most important, 2=important, and 3=less important
_____ to fulfill the performance assessment requirements of the school
_____ to participate in projects or exhibitions related to teaching and learning
_____ to apply for higher professional ranking and peer-coaching grants (Kru Tonbab)
_____ to fulfill the QA requirements of the Ministry
_____ to improve my teaching
_____Others, please specify……………………………………………………..
3. Please rate how you agree or disagree with the following statements by checking on the scale where
5= strongly agree, 4= agree, 3= uncertain, 2= disagree, and 1= strongly disagree.
3.1 I expect to complete my portfolios on time.

5 4 3 2 1

3.2 I expect to construct a quality portfolio.

5 4 3 2 1

3.3 I expect to obtain a good grading on my portfolio.

5 4 3 2 1

3.4 I expect to gain some rewards when I complete my portfolio.

5 4 3 2 1

3.5 I may have difficulties in the construction process.

5 4 3 2 1
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3.6 I expect to learn something about my teaching practice from my portfolio experience.
5 4 3 2 1
3.7 I expect that the experience of developing a portfolio will improve my teaching.
5 4 3 2 1
4. Rank three of the benefits you will gain in developing a portfolio, where 1= most important, 2=
important, and 3= less important.
Portfolios will help you to _____ fulfill the Quality Assurance requirements
_____ collect artifacts and evidence of your teaching.
_____ move up in your career path.
_____ gain official recognitions.
_____ improve skills and abilities as a teacher
_____ facilitate collegial relationships.
_____ draw on past experience and knowledge.
_____ better understand students’ learning.
_____ reflect on my teaching and student learning.
_____ Others, please specify…………………….
5. Which of the following did you use at the start of your portfolio project?
* Please check only one answer.
_____ Sample(s) given by the school.
_____ Ideas and samples from the portfolio workshop(s) you attended.
_____ Suggestions from your peers.
_____ Instructions from your supervisors
_____ Starting-kit texts available in the market.
_____ Guidelines and information documents from the Ministry.
_____ Ohers, please specify………………………………………..
6. What did you include in your portfolio(s)?
* Please check all that can be found in your portfolio(s).
_____ Personal Data (educational credentials, service history, achievements etc.)
_____ Personal qualities, interests, and skills
_____ Responsibilities and activities
_____ Organization and management experiences
_____ Government/Official documents related to assigned tasks or responsibilities
_____ Contributions to the community (e.g. participation in research/pilot projects)
_____ Syllabus/ Course description
_____ Lesson plans
_____ Examples of assignments, examinations and student works
_____ Analysis of student evaluations
_____ Analysis of samples of student works related to course objectives
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_____ Statement of personal philosophy of teaching and learning
_____ Statement of teaching goals
_____others, please specify……………………………………………………………..
7. Which did you find as the constraints in the construction process of your portfolio(s)?
*You may check more than one answer.
_____ Limited time to work on the portfolio project
_____ Unclear policy and procedure from the Ministry
_____ Lack of proper training provided
_____ Inadequate knowledge of portfolios and their uses
_____ Lack of guidance and support
_____ Limited facilities available for portfolio projects (material resources, stationery etc)
_____ Unclear understanding of the purposes
_____ Overloaded routine work and responsibilities
_____ Lack of motivation and encouragement
_____Others, please specify……………………………………………………………..
8. Which three of the following did you find useful in the construction of your portfolio(s)?
Please rank them with 1= most useful, 2= useful, and 3=less useful.
_____ Clear instructions and guidelines
_____ Informative training sessions
_____ Group meetings and workshops
_____ Pilot projects
_____ Demonstration and presentation of construction process
_____ Samples provided
_____ Moral supports from supervisors and peers
_____ Collaboration from peers
_____ Support in facilities and resources from the school
_____ Clear policy and procedure from the Ministry
_____ Time specially allotted for the project
_____ Proper guidance and support from the school
9. Choose three from the following that would help you to develop a better portfolio. Rank them
according to their importance, where 1= most important, 2= important, and 3= less important.
_____ Samples of good portfolios
_____ Clear policy and procedure from the Ministry
_____ Clear guidelines and instructions from the school authorities
_____ Demonstration and presentation
_____ Hands-on workshops
_____ Group meetings and working teams
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_____ Continuous training sessions
_____ Mentors or project leaders
_____ Proper facilities and resources
_____ Reduction on routine work and responsibilities
_____ Moral support from peers and supervisors
_____ Collaboration among peers
_____others, please specify……………………………………………………………..
10. Have you ever had any formal training related to portfolios?

_____Yes_____ No

11. Do you think that developing a portfolio has an impact on your beliefs about teaching and learning?
_____ Yes_____ No
12. Do you think that developing a portfolio has an impact on your practices as related to teaching and
learning?

_____ Yes_____ No

13. Do you think that developing a portfolio helps to improve your teaching and learning?
_____ Yes_____ No
14. In your opinion, a teaching portfolio is an appropriate and effective tool for
14.1 teacher’s performance assessment

_____ Yes_____ No

14.2 teacher’s professional development

_____ Yes_____ No

15. Please give other suggestions or comments related to the use and the development of teaching
portfolios here.
……………………………………………………………………………………………………………
……………………………………………………………………………………………………………
……………………………………………………………………………………………………………
……………………………………………………………………………………………………………
……………………………………………………………………………………………………………
……………………………

End of Questionnaire
Thank you for your cooperation and assistance
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Teacher Survey on Teaching Portfolios
(Pilot Study II)
Q11 Have you ever had formal training related to
portfolios ?
No
0
Yes
1

Teacher's Profile
Q1

Q2

Q3

Gender
Female
Male

0
1

Age
Under 25
25-34
35-44
45 or over

1
2
3
4

Highest Educational level
Bachelor
Masters
Postgraduate

1
2
3

Q4

Do you have formal qualifications in Education?
No
0
Yes
1

Q5

What is your current position ?
Teacher
1
Year Leader
2
Subject Co-ordinator/Leader
3
Department Head
4
Other, please specify__________________ 5

Q6

Your full and part-time teaching experience spans
less than one year
1
1-5 years
2
6-10 years
3
11-20 years
4
over 20 years
5

Q7

What is your school level?
Level 3 (Grade7-9)
Level 4 (Grade10-12)
Level 3&4 (Grade7-12)

Q8

1
2
3

What is your school size (based on number of
students)?
small (under 500 students)
1
medium (500-1,499 students)
2
large (1,500 and over students)
3

Q9

What is the average number of students in your
class?
Under 30
1
30-50
2
Over 50
3
Use of Portfolios

Q10 When did you first complete a portfolio
Before 2001
2001-2002

0
1

Q12 What did you include in your portfolio?
a Personal data (educational credentials, service
history)
b Personal qualities
c Responsibilities and activities
d Organization and Management experiences
e Contributions to community(e.g. participation in
research/pilot projects)
f Syllabus/Course description
g Lesson plans
h Examples of assignments, examinations and
student works
i Government/official documents related to
assigned tasks or responsibilities
j Analysis of student evaluations
k Analysis of samples of student works related to
course objectives
l Statement of personal philosophy of teaching
and learning
m Statement of personal learning experiences
related to teaching and learning
n Other, please specify
_______________________
Q13 What constraints did you find in the construction
of your portfolio?
a Limited time to work on the portfolio
b Unclear policy and procedure from the Ministry
c Lack of proper training
d Inadequate knowledge of portfolios and their
uses
e Lack of guidance and support
f Limited facilities available for portfolio projects
(material resources, stationary etc.)
g Unclear understanding of the purposes
h Overloaded routine work and responsibilities
i Lack of motivation
j Lack of encouragement
k Other, please specify
_______________________
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Q14 Rate the following statements in terms of their importance as to why you developed a portfolio.
Not important
a.
b.
c.
d.
e.
f.
g.

Little

Moderate

Very

Most important

Performance assessment requirements of the school
To apply for higher official ranking
To apply for peer-coaching grants (Kru
Tonbab)
To apply for an academic title (NTQ 1-4)
QA requirements of the Ministry
To improve my teaching
Other, please specify_______________

Q15 Rate how strongly you agree or disagree with the following statements. I expect:
Strongly
disagree
a.
b.
c.
d.
e.
f.

Disagree

Uncertain

Agree

Strongly
agree

To complete on time
To construct a quality portfolio
To obtain a good grade
To gain a reward on completion
To learn something about my teaching practices
That the experience of developing a portfolio will improve
my teaching

Q16 Rate the following statements, in relation to the benefits you expect to gain from your portfolio.
Not important
a.
b.
c.
d.
e.
f.
g.
h.
i.

Little

Moderate

Very

Most
important

Collect artifacts and evidence of your teaching
Obtain higher official ranking
Improve skills and abilities as a teacher
Facilitate collegial relations
Draw on past experience and knowledge
Better Understand students’ learning
Reflect on my teaching and student learning
Receive government grants (Kru Tonbab)
Other, please specify__________________

Q17 Rate the following, in relation to how useful they are in the construction of your portfolio(s).
Not
important
a.

Samples of good portfolios

b.

Clear policy and procedure from the Ministry

c.

Clear guidelines and instructions from the school

d.

Demonstration and presentation of the construction process

e.

Hands-on workshop

f.

Group meetings and working teams

g.

Informative training sessions

h.

Mentors or project leaders

j.

Proper facilities and resources

j.

Reduction on routine work and responsibilities

k.

Moral support from peers and supervisors

l.

Collaboration among peers

m. Other, please specify__________________

Little

Moderate

Very

Most
important
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Q18 Given your current state of portfolio, please rate items in terms how they would help you to
create a better portfolio.
Not
important
a.

Little

Moderate

Very

Most
important

Samples of good portfolios

b.

Clear policy and procedure from Ministry

c.

Clear guidelines and instructions

d.

Demonstration and presentation of the construction process

e.

Hands-on workshop

f.

Group meetings and working teams

g.

Informative training sessions

h.

Mentors or project leaders

i.

Proper facilities and resources

j.

Reduction on routine work and responsibilities

k.

Moral support from peers and supervisors

l.

Collaboration among peers

m. Other, please specify__________________

Q19 Rate how strongly you agree or disagree with the following statements:
Strongly
disagree

Disagree

Uncertain

Agree

Strongly
agree

Uncertain

Agree

Strongly
agree

a. Developing portfolios has an impact on my beliefs about
teaching and learning.
b. Developing portfolios has an impact on my teaching
practices.
c. Developing portfolios helps to improve my teaching.

Q20 Rate how strongly you agree or disagree with the following statements:
Strongly
disagree

Disagree

a. Teaching portfolios are appropriate and effective tools for
teacher’s performance assessment.
b. Teaching portfolios are appropriate and effective tools for
teacher’s professional development.

Q21 Please give other suggestions or comments related to the use and development of teaching
portfolios here:
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
____________________________________________________________________________

End of Questionnaire
Thank you for your cooperation and assistance
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Reliability of measurement: Cronbach Alpha
(Method 2 (covariance matrix) was used in this analysis.)
Question 14: 6 items
Item

Mean

Std Dev

1. Q14a

3.6711

0.8701

2. Q14b

3.6184

0.8939

3. Q14c

2.9737

1.1311

4. Q14d

3.2237

1.1147

5. Q14e

3.5658

0.9286

6. Q14f

3.5000

0.9592

*n = 82

Cases = 76

Correlation matrix
Q14a

Q14b

Q14c

Q14d

Q14e

Q14f

Q14a

1.0000

Q14b

0.6079

1.0000

Q14c

0.3163

0.2801

1.0000

Q14d

0.4068

0.4882

0.6287

1.0000

Q14e

0.7120

0.6169

0.3444

0.5459

1.0000

Q14f

0.5352

0.5365

0.4424

0.7295

0.7560

1.0000

Item-total statistics
Scale

Scale

Corrected

Squared

Alpha

mean

variance

item-total

multiple

if item

if item

if item

correlation

correlation

deleted

deleted

deleted

Q14a

16.8816

15.8925

.6344

.5615

.8486

Q14b

16.9342

15.8223

.6228

.4722

.8502

Q14c

17.5789

15.3137

.5035

.4074

.8761

Q14d

17.3289

13.7704

.7298

.6628

.8308

Q14e

16.9868

14.8132

.7520

.7148

.8282

Q14f

17.0526

14.4505

.7789

.7152

.8226

Reliability coefficients: 6 items
Alpha = .8659
Standardized item alpha = .8711
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Reliability of measurement: Cronbach Alpha
(Method 2 (covariance matrix) was used in this analysis.)
Question 15: 6 items
Item

Mean

Std Dev

1. Q15a

3.4156

.7839

2. Q15b

3.3766

.7441

3. Q15c

3.3117

.8153

4. Q15d

3.0390

.8020

5. Q15e

3.5584

.6785

6. Q15f

3.5455

.7353

*n =82

Cases = 77

Correlation matrix
Q15a

Q15b

Q15c

Q15d

Q15e

Q15f

Q15a

1.0000

Q15b

0.7207

1.0000

Q15c

0.5564

0.6715

1.0000

Q15d

0.4762

0.5263

0.6654

1.0000

Q15e

0.6712

0.6465

0.6089

0.6124

1.0000

Q15f

0.6516

0.6537

0.5467

0.5659

0.8056

1.0000

Item-total statistics
Scale

Scale

Corrected

Squared

Alpha

mean

variance

item-total

multiple

if item

if item

if item

correlation

correlation

deleted

deleted

deleted

Q15a

16.8312

10.0106

.7289

.5987

.8926

Q15b

16.8701

10.0335

.7746

.6494

.8859

Q15c

16.9351

9.8510

.7279

.5946

.8931

Q15d

17.2078

10.1668

.6708

.5179

.9016

Q15e

16.6883

10.2700

.8073

.7179

.8828

Q15f

16.7013

10.1070

.7686

.6890

.8868

Reliability coefficients: 6 items
Alpha = .9070
Standardized item alpha = .9092
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Reliability of measurement: Cronbach Alpha
(Method 2 (covariance matrix) was used in this analysis.)
Question 16: 8 items
Item

Mean

Std Dev

1. Q16a

3.7925

0.8403

2. Q16b

3.4906

1.0674

3. Q16c

3.6415

0.7619

4. Q16d

3.1132

0.9127

5. Q16e

3.4528

0.6952

6. Q17f

3.2642

0.8804

7. Q16g

3.5660

0.8882

8. Q16h

2.9057

1.1972

*n = 82

Cases = 53

Correlation matrix
Q16a

Q16b

Q16c

Q16d

Q16e

Q16f

Q16g

Q16a

1.0000

Q16b

0.6517

1.0000

Q16c

0.4823

0.3623

1.0000

Q16d

0.4324

0.2972

0.6678

1.0000

Q16e

0.5590

0.4205

0.6391

0.5541

1.0000

Q16f

0.6214

0.4325

0.5166

0.7518

0.7120

1.0000

Q16g

0.7016

0.5332

0.4477

0.4651

0.6670

0.7397

1.0000

Q16h

0.3051

0.1573

0.2363

0.4147

0.2603

0.4073

0.3948

Q16h

1.0000
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Item-total statistics
Scale

Scale

Corrected

Squared

Alpha

mean

variance

item-total

multiple

if item

if item

if item

correlation

correlation

deleted

deleted

deleted

Q16a

23.4340

21.9427

.7220

.6315

.8459

Q16b

23.7358

22.0058

.5180

4441

.8698

Q16c

23.5849

23.2090

.6188

.6114

.8571

Q16d

24.1132

21.7562

.6745

.7290

.8499

Q16e

23.7736

23.0631

.7167

.6498

.8502

Q16f

23.9623

21.0370

.8074

.8018

.8359

Q16g

23.6604

21.3055

.7608

.6967

.8408

Q16h

24.3208

22.4144

.3956

.2472

.8905

Reliability coefficients: 8 items
Alpha = .8710
Standardized item alpha = .8865
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Reliability of measurement: Cronbach Alpha
(Method 2 (covariance matrix) was used in this analysis.)
Question 17: 12 items
Item

Mean

Std Dev

1. Q17a

3.6957

.9124

2. Q17b

3.6667

.9341

3. Q17c

3.7536

.8644

4. Q17d

3.7826

.8723

5. Q17e

3.6957

.8627

6. Q17f

3.6812

.8992

7. Q17g

3.8116

.8094

8. Q17h

3.6087

.9270

9. Q17i

3.8407

.8681

10. Q17j

3.7826

.9832

11. Q17k

3.7971

.9638

12. Q17l

3.8116

.9279

*n = 82

Cases = 69

Correlation matrix
Q17a

Q17b

Q17c

Q17d

Q17e

Q17f

Q17g

Q17h

Q17a

1.0000

Q17b

0.6729

1.0000

Q17c

0.7239

0.7892

1.0000

Q17d

0.7471

0.7941

0.8251

1.0000

Q17e

0.6279

0.6752

0.7656

0.8097

1.0000

Q17f

0.6686

0.7120

0.7488

0.8290

0.9157

1.0000

Q17g

0.6580

0.7326

0.7734

0.8159

0.8854

0.9265

1.0000

Q17h

0.5700

0.5265

0.6304

0.5662

0.6580

0.6773

0.7039

1.0000

Q17i

0.5505

0.5501

0.6720

0.6527

0.6215

0.6875

0.6891

0.6158

Q17i

Q17j

Q17k

Q17l

1.0000

Q17j

0.4989

0.4964

0.6974

0.4928

0.5970

0.6024

0.6130

0.5829

0.6824

1.0000

Q17k

0.5475

0.5282

0.7335

0.6465

0.6145

0.6200

0.6101

0.5189

0.7517

0.7287

1.0000

Q17l

0.5566

0.5542

0.7113

0.6936

0.6621

0.6848

0.6569

0.5627

0.7289

0.7281

0.9433

1.0000
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Item-total statistics
Scale

Scale

Corrected

Squared

Alpha

mean

variance

item-total

multiple

if item

if item

if item

correlation

correlation

deleted

deleted

deleted

Q17a

41.2319

69.8278

.7327

.6260

.9589

Q17b

41.2609

69.2251

.7550

.7143

.9583

Q17c

41.1739

68.4693

.8819

.8552

.9547

Q17d

41.1449

68.7140

.8546

.8713

.9554

Q17e

41.2319

68.9160

.8498

.8698

.9556

Q17f

41.2464

68.0119

.8773

.9145

.9547

Q17g

41.1159

69.3393

.8782

.8882

.9551

Q17h

41.3188

69.9851

.7085

.5879

.9596

Q17i

41.0870

69.7570

.7808

.7041

.9575

Q17j

41.1449

69.0375

.7239

.7107

.9594

Q17k

41.1304

68.3798

.7858

.9226

.9574

Q17l

41.1159

68.4569

.8150

.9216

.9565

Reliability coefficients: 12 items
Alpha = .9604
Standardized item alpha = .9613
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Reliability of measurement: Cronbach Alpha
(Method 2 (covariance matrix) was used in this analysis.)
Question 18: 12 items
Item

Mean

Std Dev

1. Q18a

4.0130

.7521

2. Q18b

3.8442

.8746

3. Q18c

3.8312

.8176

4. Q18d

3.9351

.7837

5. Q18e

3.8182

.8542

6. Q18f

3.7273

.8681

7. Q18g

3.8831

.8580

8. Q18h

3.7273

.8979

9. Q18i

3.8831

.8732

10. Q18j

3.8831

.9173

11. Q18k

3.9091

.9059

12. Q18l

3.8831

.8881

*n = 82

Cases = 77

Correlation matrix
Q18a

Q18b

Q18c

Q18d

Q18e

Q18f

Q18g

Q18h

Q18a

1.0000

Q18b

0.6633

1.0000

Q18c

0.6028

0.8276

1.0000

Q18d

0.6489

0.8490

0.8246

1.0000

Q18e

0.6591

0.7365

0.7091

0.7880

1.0000

Q18f

0.5496

0.6539

0.7129

0.6892

0.7662

1.0000

Q18g

0.7161

0.7645

0.7593

0.7322

0.7785

0.7869

1.0000

Q18h

0.5314

0.5986

0.5638

0.5542

0.6207

0.5617

0.7096

1.0000

Q18i

0.6836

0.7339

0.6539

0.7387

0.6944

0.5823

0.8070

0.6637

Q18i

Q18j

Q18k

Q18l

1.0000

Q18j

0.5935

0.7479

0.6225

0.6299

0.5435

0.4882

0.6511

0.5199

0.7548

1.0000

Q18k

0.6005

0.6794

0.6008

0.6774

0.5905

0.5035

0.5956

0.5515

0.7682

0.7313

1.0000

Q18l

0.4751

0.5861

0.6248

0.5750

0.5093

0.5554

0.5862

0.5370

0.7117

0.6614

0.8861

1.0000
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Item-total statistics
Scale

Scale

Corrected

Squared

Alpha

mean

variance

item-total

multiple

if item

if item

if item

correlation

correlation

deleted

deleted

deleted

Q18a

42.3247

63.3800

.7311

.6121

.9562

Q18b

42.4935

60.2269

.8625

.8391

.9523

Q18c

42.5065

61.4901

.8221

.8157

.9536

Q18d

42.4026

61.6647

.8467

.8425

.9530

Q18e

42.5195

61.1740

.8080

.7648

.9539

Q18f

42.6104

61.7936

.7439

.7523

.9558

Q18g

42.4545

60.3828

.8685

.8606

.9522

Q18h

42.6104

62.0567

.6954

.5504

.9574

Q18i

42.4545

60.2775

.8600

.8324

.9524

Q18j

42.4545

60.9880

.7588

.7046

.9555

Q18k

42.4286

60.7481

.7883

.8878

.9546

Q18l

42.4545

61.6722

.7340

.8682

.9562

Reliability coefficients: 12 items
Alpha = .9581
Standardized item alpha = .9586
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Reliability of measurement: Cronbach Alpha
(Method 2 (covariance matrix) was used in this analysis.)
Question 19: 3 items
Item

Mean

Std Dev

1. Q19a

3.5375

.8259

2. Q19b

3.6500

.8129

3. Q19c

3.6750

.8233

*n = 82

Cases = 80

Correlation matrix
Q19a

Q19b

Q19a

1.0000

Q19b

0.7928

1.0000

Q19c

0.7442

0.8492

Q19c

1.0000

Item-total statistics
Scale

Scale

Corrected

Squared

Alpha

mean

variance

item-total

multiple

if item

if item

if item

correlation

correlation

deleted

deleted

deleted

Q19a

7.3250

2.4753

.7990

.6466

.9184

Q19b

7.2125

2.3720

.8792

.7792

.8533

Q19c

7.1875

2.4074

.8410

.7347

.8844

Reliability coefficients: 3 items
Alpha = .9209
Standardized item alpha = .9210
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Reliability of measurement: Cronbach Alpha
(Method 2 (covariance matrix) was used in this analysis.)
Question 20: 2 items
Item

Mean

Std Dev

1. Q20a

3.6049

.8758

2. Q20b

3.5802

.8925

Q20a

Q20b

*n = 82

Cases = 81

Correlation matrix
Q20a

1.0000

Q20b

0.9366

1.0000

Item-total statistics
Scale

Scale

Corrected

Squared

Alpha

mean

variance

item-total

multiple

if item

if item

if item

correlation

correlation

deleted

deleted

deleted

Q20a

3.5802

.7966

.9366

.8772

-

Q20b

3.6049

.7670

.9366

.8772

-

Reliability coefficients: 2 items
Alpha = .9672
Standardized item alpha = .9673

279

Survey results: Pilot I and II
Pilot Study I
Eighty copies of the Thai version questionnaire were sent to two schools located in
two different districts (40 copies were provided for each school), one a co-ed school
(Pilot School A) and the other an all male (Pilot School B). Teachers were asked to
answer them on voluntary basis on condition that they had completed their portfolios
sometime before the beginning of the academic year 2003. The two schools are
similar in size and numbers of teacher and student population. Both offer classes from
level 3 to level 4 (Grade 7-12) and have over 1,500 students.
Over the period of two weeks, the questionnaires were collected and 40 were
answered, 13 from Pilot School A and 27 from Pilot School B. 75% of the
respondents were female and 15% were male and 10% didn’t answer the gender
question. The majority of the respondents was over 45 in age (65%); only 2.5% were
under 25 and 20% were in the 36-45 range in age. More than 80% had bachelor’s
degrees and 80% majored in Education. Every respondent answered the question on
their teaching experience and 65% had over 20 years in the teaching profession.
More than 85% of the respondents had less than the average 50 students in their
classes, while 12.5 % had over 50 students in their classes. More than half of the
respondents only completed their teaching portfolios in 2001-2002. When asked to
identify the reasons why they developed a portfolio, 32.5% said the most important
reason was to fulfill the performance assessment of the school, 20% said it was to
fulfill the Quality Assurance requirements of the Ministry of Education, and 27.5%
said it was for the improvement of their teaching.
On the issue of the benefits in developing a portfolio, 25% of the respondents deemed
the ability to fulfill the Quality Assurance requirements as the most important of all
benefits, another 20% chose the collection of the artifacts and evidence of their
teaching and another 20% thought of the ability to reflect on their teaching and
student learning as most important. When asked about what they found helpful in
their portfolio construction process, more than 35% of the respondents answered that
the workshop(s) they attended helped them in developing their portfolios, while 25%
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believed they benefited from the samples provided and another 25 % found the
instructions from their supervisors useful. When asked about what they found useful
in the construction of their portfolios, the teachers’ answers are presented in the table
below.
Table 1 Summary of responses to question 5: what of the following did you use at the
start of your portfolio project?
Responses

Frequency

Percent

Workshop(s) attended

15

37.5

Sample(s) given

10

25.0

Instruction from supervisors

10

25.0

Starting-kits texts

3

7.5

Suggestions from peers

1

2.5

39

97.5

1

2.5

40

100

Total
No answer
Total

When asked about the contents of their portfolios, most respondents included their
personal data, qualities and interests, responsibilities and activities, official documents
related to their assignments and responsibilities; while very few included the analysis
of student evaluation, samples of student works, or the statements on personal
philosophy of teaching and learning or teaching goals. The answers are presented in
percentage in the following table.
Table 2 Summary of responses to question 6: What did you include in your
portfolio(s)?
Responses

Frequency

Percent

Personal data

38

95.0

Responsibilities and activities

37

92.5

Personal qualities, interests, skills

32

80.0

Government and official documents

29

72.5

Organization and management experiences

18

45.0

Lesson plans

18

45.0
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Examples of student works

17

42.5

Analysis of student evaluation

17

42.5

Syllabus, course descriptions

16

40.0

Contributions to the community

15

37.5

Analysis of samples of student works

11

27.5

Statement of teaching goals

8

20.0

Statement of personal philosophy

3

7.5

Others

1

2.5

n = 40

More than 70% of the respondents believed that their overloaded routine work and
responsibilities were the constraint in the construction of their portfolios; 37.5%
thought they were hindered by the lack of proper training and 32.5% pointed out the
constraint they had inadequate knowledge of portfolios and their use. The majority of
the respondents thought that clear instructions and guidelines were most useful in the
construction of their portfolios and 15% deemed the demonstration and presentation
of construction process most useful. Most respondents, over 30%, believed that
samples of good portfolios would help them develop a better portfolio.
Approximately half of the respondents had some formal training related to the
construction and use of portfolios and believed that developing a portfolio had an
impact on their beliefs about teaching and learning as well as their practices.
However, 77.5% of the respondents thought that developing a portfolio would help
them to improve their teaching and learning. Considering the use of teaching
portfolios as a tool, 75% of respondents believed it would make an appropriate and
effective tool for teacher’s professional development, while 67.5% thought it would
work well for teacher’s performance assessment. There were no comments related to
the use and the development of teaching portfolios given for the open-ended question.
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Pilot Study II
The two schools chosen for the second pilot study remained the same as in the first
pilot study as the permission granted could still be applied and the school
administrators were willing to cooperate in the study. 80 copies of the questionnaires
were sent to each school to be contributed to the teachers with the same conditions of
the prior completion of their teaching portfolios and on voluntary basis.
Within one week, the questionnaires were sent back with the total of 82 answered; 24
from Pilot School A and 58 from Pilot school B. The descriptive data output were not
vastly different from the one from the first study as the study sites remained the same.
The majority of the respondents were female, aged over 45, with Bachelor degrees in
the field of Education with over 20 years in teaching experience. The majority of the
respondents (over 70%) did complete their portfolios in the past two academic years
and had some training related to the use and construction of portfolios. Majority still
included the personal data, qualities, responsibilities and activities and official
documents related to their assignments or responsibilities in their portfolios. An
average of 65-70% added the syllabus, lesson plans, and examples of student works.
Less than half said they included the analysis of student evaluations; less still (under
40%) included their organization and management experiences and any contributions
to community. As can be seen in the table below (Table 2.1), the top answer on the
issues of constraints remained the overloaded routine work and responsibilities,
closely followed by the limited time to work on the portfolio projects. Half of the
respondents thought that the unclear understanding of the purposes was another
constraint.
Table 3 Summary of responses to question #13: what constraints did you find in the
construction of your portfolio?
Responses

Frequency

Percent

Overloaded routine work

54

65.9

Limited time to work on the portfolios

53

64.6

Lack of proper training

43

52.4

Unclear understanding

41

50.0

Inadequate knowledge

40

48.8
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Unclear policy from the Ministry

36

43.9

Limited facilities

35

42.7

Lack of guidance and support

33

40.2

Lack of encouragement

28

34.1

Lack of motivation

26

31.7

Others

6

7.3

n = 82

When asked the reasons why they developed a portfolio, more than half of the
respondents answered that the performance assessment requirements of the school
was very important, while almost 50% said that the application for higher official
ranking was very important. Responses to the question are shown in the following
table in order of priority and with responses to not and little important combined and
very and most important combined.
Table 4 Summary of responses to question # 14: why did the teachers develop a
portfolio?
Not
Responses

&Little

Moderate

Very

Important

& Most
Important

(%)

(%)

(%)

a. Performance assessment required by the school.

11

23.2

65.8

b. To apply for higher official ranking.

9.7

26.8

61.0

e. QA requirement of the Ministry.

12.2

26.8

59.8

f. To improve their teaching.

15.8

25.6

57.3

d. To apply for academic title (NTQ 1-4).

23.1

25.6

43.9

c. To apply for peer-coaching grants.

30.5

30.5

34.1

n = 82
* Note: The missing numbers and the last alternative (g. Others, please specify) are not displayed here.

On the issue of their expectations about their portfolio development, 43.9% agreed
that they would finish on time, while 42.7% were uncertain. Almost 50% of the
respondents were uncertain that they would construct a quality portfolio. Almost 55%
were uncertain that they would get good evaluation on their portfolios. Over 53%
were uncertain that they would gain any reward upon completion. However, half of
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the respondents were in agreement that they would learn something about their
teaching practices from this, while 46.3% agreed that the experiences gained would
improve their teaching.
When asked about the benefits expected to gain from the portfolios, over 50% of the
respondents viewed the benefit of collecting artifact and evidence of their teaching as
very important, while 47.6% chose the improvement of their skills as teachers and the
ability to draw on their past experiences as very important.
Table 5 Summary of responses to question 16: What did the teachers expect to be the
benefits to gain from their portfolios?
Not important&
Responses

Moderate

Little important

Very important&
Most important

%

%

%

a. Collect artifacts and evidence of teaching

11

19.5

63.4

c. Improve skills and abilities as a teacher

8.5

31.7

54.9

g. Reflect on one’s teaching and students’ learning

10.9

32.9

51.2

e. Draw on past experiences and knowledge

8.5

36.6

50

b. Obtain higher official ranking

15.9

31.7

45.1

f. Better understand students’ learning

12.5

39

41.5

d. Facilitate collegial relations

20.7

36.6

36.6

h. Receive government grants (Kru Tonbab)

19.5

20.7

24.4

* Note: The missing numbers and the last alternative (i. Others, please specify) are not displayed here.

Approximately 25% of the respondents saw the reduction of their routine work as the
most important factor that would be of use to their portfolio development, while
23.2% chose the moral support from peers and supervisors as the most important
factor. About 20% saw the clear policy and procedure from the Ministry and the
informative training sessions as equally the most important factors. When asked what
they thought would help them create a better portfolio, more than half of the
respondents viewed the samples of good portfolios, clear guidance and instructions,
and the demonstration and presentation of the construction process as very important.
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Table 6 Summary of responses to question 18: what would help you to create a better
portfolio?
Not
Responses

Moderate

important&
Little

Very
important&

%

Most important

important

%

%
b. Clear policy and procedure from the Ministry

8.5

19.5

88.3

a. Samples of good portfolios

3.7

14.6

78.1

d. Demonstration and presentation of the construction

4.9

17.1

73.1

g. Informative training sessions

7.3

19.5

69.6

c. Clear guidelines and instructions

6.1

22

68.3

k. Moral support from peers and supervisors

4.9

24.4

67

l. Collaboration among peers

4.9

25.6

65.9

e. Hands-on workshop

7.3

23.2

65.8

j. Reduction on routine work and responsibilities

4.9

26.8

64.6

i. Proper facilities and resources

6.1

24.4

64.6

f. Group meetings and working teams

7.3

30.5

58.5

h. Mentors or project leaders

6.1

32.9

57.3

process

* Note: The missing numbers and the last alternative (m. Others, please specify) are not displayed here.

More than half of the respondents agreed that developing the portfolios had an impact
on their beliefs about teaching and learning and their teaching practices. However,
only 46.3% agreed that it would help to improve their teaching. About 30% were
uncertain about the impact of the development of portfolios on their beliefs, practices
and improvement of their teaching.
Table 7 Summary of responses to question 19: Rate how strongly you agree or
disagree with the following statements.
Statements

Strongly

Disagree

Uncertain

Agree

Disagree
a. Developing portfolios has an impact on my

Strongly
Agree

%

%

%

%

%

3.7

3.7

27

51.2

6.1

2.4

3.7

29.3

52.4

9.8

beliefs about teaching and learning.
b. Developing portfolios has an impact on my
teaching practices.
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c. Developing portfolios helps to improve my

1.2

4.9

31.7

46.3

13.4

teaching.
* Note: The missing numbers are not displayed here.

While about 13% of the respondents strongly agreed that teaching portfolios are
appropriate and effective tools for teacher’s performance assessment and professional
development, about 35% said they were uncertain of that.
Table 8 Summary of responses to question 20: Rate how strongly you agree or
disagree with the following statements.
Statements

Strongly

Disagree

Uncertain

Agree

Strongly

Disagree
a. Teaching portfolios are appropriate and

Agree

%

%

%

%

%

2.4

6.1

31.7

46.3

12.2

2.4

6.1

35.4

41.5

13.4

effective tools for teacher’s performance
assessment.
b. Teaching portfolios are appropriate and
effective tools for teachers’ professional
development.
* Note: The missing numbers are not displayed here.

The few answers obtained for question 21 were non-substantial and after further
probing, it was clear that the respondents didn’t pay much attention to this item as
they knew it was a reliability test study from the information provided at the
beginning of the questionnaire.

287

Appendix E

288

Teacher Survey on Teaching Portfolios
Teacher's Profile

Use of Portfolios

Q1

Q10 When did you first complete a portfolio
Before 2001
0
2001-2002
1

Q2

Q3

Q4

Q5

Gender
Female

0

Male

1

Age
Under 25

1

25-34

2

35-44

3

45 or over

4

Highest Educational level
Bachelor

1

Masters

2

Postgraduate

3

Do you have formal qualifications in
Education?
No

0

Yes

1

What is your current position ?
Teacher

1

Year Leader

2

Subject Co-ordinator/Leader

3

Department Head

4

Other, please specify__________________ 5

Q6

Q7

Your full and part-time teaching experience
spans
less than one year

1

1-5 years

2

6-10 years

3

11-20 years

4

over 20 years

5

What is your school level?
Level 3 (Grade7-9)

1

Level 4 (Grade10-12)
Level 3&4 (Grade7-12)

Q8

What is your school size (based on number of
students)?
small (under 500 students)

Q9

2
3

1

medium (500-1,499 students)

2

large (1,500 and over students)

3

What is the average number of students in your
class?
Under 30
1
30-50
2
Over 50
3

Q11 Have you ever had formal training related to
portfolios ?
No
0
Yes
1
Q12 What did you include in your portfolio?
a Personal data (educational credentials,
service history)

b Personal qualities
c Responsibilities and activities
d Organization and Management

experiences
e Contributions to community(e.g.
participation in research/pilot projects)
f Syllabus/Course description
g Lesson plans
h Examples of assignments, examinations
and student works
i Government/official documents related to
assigned tasks or responsibilities
j Analysis of student evaluations
k Analysis of samples of student works
related to course objectives
l Statement of personal philosophy of
teaching and learning
m Statement of personal learning
experiences related to teaching and
learning
n Other, please specify
_______________________

Q13 What constraints did you find in the
construction of your portfolio?
a Limited time to work on the portfolio
b Unclear policy and procedure from the
Ministry
c Lack of proper training
d Inadequate knowledge of portfolios and
their uses
e Lack of guidance and support
f Limited facilities available for portfolio
projects (material resources, stationary
etc.)
g Unclear understanding of the purposes
h Overloaded routine work and
responsibilities
i Lack of motivation
j Lack of encouragement
k Other, please specify
_______________________
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Q14 Rate the following statements in terms of their importance as to why you developed a portfolio.
Not important
a.
b.
c.
d.
e.
f.
g.

Little

Moderate

Very

Most important

Performance assessment requirements of the school
To apply for higher official ranking
To apply for peer-coaching grants (Kru
Tonbab)
To apply for an academic title (NTQ 1-4)
QA requirements of the Ministry
To improve my teaching
Other, please specify_______________

Q15 Rate how strongly you agree or disagree with the following statements. I expect:
Strongly
disagree
a.
b.
c.
d.
e.
f.

Disagree

Uncertain

Agree

Strongly
agree

To complete on time
To construct a quality portfolio
To obtain a good grade
To gain a reward on completion
To learn something about my teaching practices
That the experience of developing a portfolio will improve
my teaching

Q16 Rate the following statements, in relation to the benefits you expect to gain from your portfolio.
Not important
a.
b.
c.
d.
e.
f.
g.
h.
i.

Little

Moderate

Very

Most
important

Collect artifacts and evidence of your teaching
Obtain higher official ranking
Improve skills and abilities as a teacher
Facilitate collegial relations
Draw on past experience and knowledge
Better Understand students’ learning
Reflect on my teaching and student learning
Receive government grants (Kru Tonbab)
Other, please specify__________________

Q17 Rate the following, in relation to how useful they are in the construction of your portfolio(s).
Not
important
a.

Samples of good portfolios

b.

Clear policy and procedure from the Ministry

c.

Clear guidelines and instructions from the school

d.

Demonstration and presentation of the construction process

e.

Hands-on workshop

f.

Group meetings and working teams

g.

Informative training sessions

h.

Mentors or project leaders

j.

Proper facilities and resources

j.

Reduction on routine work and responsibilities

k.

Moral support from peers and supervisors

l.

Collaboration among peers

m. Other, please specify__________________

Little

Moderate

Very

Most
important
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Q18 Given your current state of portfolio, please rate items in terms how they would help you to
create a better portfolio.
Not
important
a.

Little

Moderate

Very

Most
important

Samples of good portfolios

b.

Clear policy and procedure from Ministry

c.

Clear guidelines and instructions

d.

Demonstration and presentation of the construction process

e.

Hands-on workshop

f.

Group meetings and working teams

g.

Informative training sessions

h.

Mentors or project leaders

i.

Proper facilities and resources

j.

Reduction on routine work and responsibilities

k.

Moral support from peers and supervisors

l.

Collaboration among peers

m. Other, please specify__________________

Q19 Rate how strongly you agree or disagree with the following statements:
Strongly
disagree

Disagree

Uncertain

Agree

Strongly
agree

Uncertain

Agree

Strongly
agree

a. Developing portfolios has an impact on my beliefs about
teaching and learning.
b. Developing portfolios has an impact on my teaching
practices.
c. Developing portfolios helps to improve my teaching.

Q20 Rate how strongly you agree or disagree with the following statements:
Strongly
disagree

Disagree

a. Teaching portfolios are appropriate and effective tools for
teacher’s performance assessment.
b. Teaching portfolios are appropriate and effective tools for
teacher’s professional development.

Q21 Please give other suggestions or comments related to the use and development of teaching portfolios here:
_________________________________________________________________________________________________
_________________________________________________________________________________________________
_________________________________________________________________________________________________
_________________________________________________________________________________________________

End of Questionnaire
Thank you for your cooperation and assistance
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INTERVIEW QUESTIONS
1. How do you use teaching portfolios?
2. What are your purposes in developing your portfolio?
3. How did you start your portfolio project?
4. Describe the steps you took in developing your portfolio.
5. What are the factors you find most useful in developing your portfolio?
6. What are the difficulties you had in developing your portfolio?
7. What do you think will be helpful to you in developing a portfolio?
8. What did you include in your portfolio and why did you include them there?
9. Did you include any personal learning experiences in your portfolio? If yes,
what and why did you include them? If no, why not?
10. Can you give me an example of a topic or several lessons that you have been
teaching? Why do you teach that way? What are your beliefs about teaching?
Is there evidence of this in your portfolio?
11. Can you give me an example of different ways in which students learn in your
class? Why do you think they learn that way? Is there evidence of this in your
portfolio?
12. Do you think the use of portfolios has any impact on your beliefs or practices
in relation to teaching and learning? If yes, how? If no, why do you think so?
13. Have your beliefs and practices changed as you develop your portfolios? Can
you give some examples of such changes?
14. How do you find the use of teaching portfolio as a tool for performance
assessment as a part of the Quality Assurance requirement?
15. Do you think developing a portfolio is useful to you in your teaching or
learning? If yes, how? If no, why not?

299

Appendix F

300

Excluded variables in multiple regression
Co linearity
Beta
Model
1

Statistics

correlation

Tolerance

in

t

Sig.

.002a

.059

.953

.003

.981

-.039 a

-1.161

.246

-.058

1.000

.032 a

.959

.338

.048

1.000

-.015 a

-.441

.659

-.022

.995

.007 a

.210

.834

.011

.992

.017

a

.504

.615

.025

1.000

Completion of portfolio

-.028

a

-.834

.405

-.042

.999

Age*gender

-.012 a

-.358

.720

-.018

.983

Gender*education level

-.006 a

-.183

.855

-.009

.983

Age*education level

.008 a

.224

.823

.011

1.000

Qualification*education level

.013 a

.374

.709

.019

1.000

Age*qualification

-.005

a

-.138

.890

-.007

1.000

Age*teaching experience

-.028 a

-.829

.407

-.042

1.000

Gender*qualification

.017 a

.504

.615

.025

.987

Gender*teaching experience

.000 a

.001

.999

.000

.986

Education level*teaching exp.

.022 a

.653

.514

.033

1.000

Qualification*teaching exp.

.004 a

.124

.901

.006

.999

Purposes in developing

.064

a

1.660

.098

.083

.756

Portfolio expectations

.162 a

4.352

.000

.214

.776

Benefits expected

.098 a

2.216

.027

.111

.575

Useful factors in construction

.023 a

.633

.527

.032

.857

-.040 a

-1.134

.258

-.057

.927

.008b

.254

.800

.013

.979

-.034 b

-1.027

.305

-.052

.999

.025 b

.768

.443

.039

.997

-.012 b

-.359

.720

-.018

.995

Portfolio training

.005

b

.150

.881

.008

.992

Qualification in education

.021 b

.646

.519

.033

.999

-.021 b

-.643

.521

-.032

.997

Gender
Age
Education level
Teaching experience
Portfolio training
Qualification in education

Factors for better portfolios
2

Partial

Gender
Age
Education level
Teaching experience

Completion of portfolio
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-.005 b

-.138

.890

-.007

.981

Gender*education level

.001 b

.031

.975

.002

.980

Age*education level

.004 b

.108

.914

.005

.999

Qualification*education level

.016

b

.476

.634

.024

.999

Age*qualification

.001 b

.039

.969

.002

.998

-.023 b

-.698

.485

-.035

.998

Gender*qualification

.020 b

.606

.545

.031

.987

Gender*teaching experience

.007 b

.221

.825

.011

.984

Education level*teaching exp.

.015 b

.467

.641

.024

.998

Qualification*teaching exp.

.010

b

.313

.755

.016

.997

Purposes in developing

.022 b

.565

.572

.028

.704

Benefits expected

.002 b

.044

.965

.002.

.426

Useful factors in construction

-.033 b

-.866

.387

-.044

.760

Factors for better portfolios

-.067 b

-1.944

.053

-.098

.900

Age*gender

Age*teaching experience

a. Predictors in the Model: (Constant), perceptions on portfolio impacts
b. Predictors in the Model: (Constant), perceptions on portfolio impacts,
portfolio expectations
c. Dependent variable: Perceptions on portfolios as tools
Analysis of Variance- ANOVAc
Model

Sum of
square

1

2

Mean
df

Square

Regression

214.006

1

214.006

Residual

171.635

395

.435

Total

385.641

396

Regression

221.877

2

110.938

Residual

163.764

394

.416

Total

385.641

396

F

Sig.

492.512

.000a

266.906

.000b

a. Predictors in the Model: (Constant), perceptions on portfolio impacts
b. Predictors in the Model: (Constant), perceptions on portfolio impacts,
portfolio expectations
c. Dependent variable: Perceptions on portfolios as tools
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Correlation coefficientsa

Model

Unstandardized

Standardized

coefficients

coefficients

B

Std Error

.607

.125

Perceptions on portfolio impacts .804

.036

1 (Constant)
2 (Constant)

t

Sig.

4.876

.000

22.193

.000

.469

.640

Beta
.745

.080

.172

Perceptions on portfolio impacts .721

.040

.668

17.937

.000

Portfolio expectations

.056

.162

4.352

.000

.242

a. Dependent variable: Perceptions of portfolios as tools
Model summary
Adjusted
Model

Std Error of

R

R square

R square

the estimate

1

.745a

.555

.554

.659

2

.759b

.575

.573

.645

a. Predictors in the Model: (Constant), perceptions on portfolio impacts
b. Predictors in the Model: (Constant), perceptions on portfolio impacts,
portfolio expectations
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Univariate analysis of variance
Tests of between-subject effects
Dependent variable: purposes in developing teaching portfolios (Q14)
Source
Corrected model

df

F

Sig

14

22.883

.000

Intercept

1

10.793

.001

Gender

1

.110

.740

Age

1

.510

.476

Teaching experience

1

1.487

.223

Qualification in education

1

3.655

.057

Portfolio training experience

1

.001

.980

Qualification*gender

1

.006

.940

Qualification* training

1

.044

.835

Gender* training

1

.719

.397

Qualification*gender*training

1

.514

.474

Q15: expectations of portfolio project

1

.213

.645

Q16: benefits expected

1

64.763

.000

Q17: useful factors in construction

1

3.925

.048

Q18: factors for better portfolios

1

.043

.836

Q19: perceptions of portfolio impacts

1

6.942

.009

Error

399

Total

414

Corrected total

413
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Tests of between-subject effects
Dependent variable: expectations of portfolio project (Q15)
Source
Corrected model

df

F

Sig

14

24.843

.000

Intercept

1

23.027

.000

Gender

1

4.425

.036

Age

1

.403

.526

Teaching experience

1

.395

.530

Qualification in education

1

3.121

.078

Portfolio training experience

1

1.245

.265

Qualification*gender

1

4.655

.032

Qualification* training

1

1.909

.168

Gender* training

1

2.088

.149

Qualification*gender*training

1

3.008

.084

Q14: purposes in developing

1

.213

.645

Q16: benefits expected

1

78.841

.000

Q17: useful factors in construction

1

15.162

.000

Q18: factors for better portfolios

1

2.230

.136

Q19: perceptions of portfolio impacts

1

2.387

.123

Error

399

Total

414

Corrected total

413
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Between-subjects factors (female participants)
Qualifications in education
Training

Value label
No
Yes
No
Yes

n
59
251
87
223

Tests of between-subjects effects
Dependent variable: Q15 (female participants)
Source
df
Corrected model

F

Sig

10

23.285

.000

Intercept

1

15.211

.000

Age

1

.235

.628

Qualification in education

1

.354

.553

Portfolio training experience

1

.100

.752

Qualification* training

1

.194

.660

Q14: purposes in developing

1

.329

.567

Q16: benefits expected

1

61.761

.000

Q17: useful factors in construction

1

6.510

.011

Q18: factors for better portfolios

1

.000

.989

Q19: perceptions of portfolio impacts

1

.029

.865

Error
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Total

310

Corrected total

309
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Between-subjects factors (male participants)
Value label
No
Yes
No
Yes

Qualifications in education
Training

n
12
92
14
90

Tests of between-subjects effects
Dependent variable: Q15 (male participants)
Source
df

F

Corrected model

Sig

10

15.013

.000

Intercept

1

9.266

.003

Age

1

.297

.587

Qualification in education

1

9.701

.002

Portfolio training experience

1

3.898

.051

Qualification* training

1

6.899

.010

Q14: purposes in developing

1

.021

.886

Q16: benefits expected

1

14.146

.000

Q17: useful factors in construction

1

3.022

.085

Q18: factors for better portfolios

1

5.507

.021

Q19: perceptions of portfolio impacts

1

11.329

.001

Error

93

Total

104

Corrected total

103

Estimated marginal means (Male participants)
Dependent variable: portfolio expectations (Q15)
95% confidence interval
Qualification
No
Yes

Training

Mean

Std. Error

Lower bound

Upper bound

No

2.372

.332

1.712

3.032

Yes

3.248

.140

2.970

3.526

No

3.469

.129

3.212

3.726

Yes

3.362

.049

3.266

3.459
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Between-subjects factors (male participants with training)
Qualifications in education

Value label
No
Yes

n
10
80

Tests of between-subjects effects
Dependent variable: Q15 (male participants with training)
Source
df

F

Corrected model

8

11.549

.000

Intercept

1

4.382

.039

Age

1

.987

.323

Qualification in education

1

.383

.538

Q14: purposes in developing

1

.003

.959

Q16: benefits expected

1

11.353

.001

Q17: useful factors in construction

1

.951

.332

Q18: factors for better portfolios

1

.355

.553

Q19: perceptions of portfolio impacts

1

9.886

.002

Error

81

Total

90

Corrected total

89

Sig
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Between-subjects factors (male participants without training)
Value label
No
Yes

Qualifications in education

n
2
12

Tests of between-subjects effects
Dependent variable: Q15 (male participants without training)
Source
df
F

Sig

Corrected model

8

22.417

.002

Intercept

1

8.677

.032

Age

1

.011

.921

Qualification in education

1

28.899

.003

Q14: purposes in developing

1

.165

.701

Q16: benefits expected

1

11.661

.019

Q17: useful factors in construction

1

1.618

.259

Q18: factors for better portfolios

1

8.524

.033

Q19: perceptions of portfolio impacts

1

.020

.894

Error

5

Total

14

Corrected total

13

Estimated marginal means (Male participants without training)
Dependent variable: portfolio expectations (Q15)
95% confidence interval
Qualification in education

Mean

Std. Error

Lower bound

Upper bound

No

1.927

.225

1.347

2.506

Yes

3.290

.070

3.111

3.469
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Between-subjects factors (male participants with qualifications in education)
Value label
No
Yes

Training

n
12
80

Tests of between-subjects effects
Dependent variable: Q15 (male participants with qualifications in education)
Source
df
F
Sig
Corrected model

8

21.052

.000

Intercept

1

3.878

.052

Age

1

1.557

.216

Training

1

1.264

.264

Q14: purposes in developing

1

.223

.638

Q16: benefits expected

1

16.346

.000

Q17: useful factors in construction

1

4.969

.029

Q18: factors for better portfolios

1

5.817

.018

Q19: perceptions of portfolio impacts

1

12.918

.001

Error

83

Total

92

Corrected total

91

Estimated marginal means (Male participants with qualifications in education)
Dependent variable: portfolio expectations (Q15)
95% confidence interval
Training

Mean

Std. Error

Lower bound

Upper bound

No

3.501

.121

3.261

3.741

Yes

3.354

.045

3.265

3.443
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Between-subjects factors (male participants without qualifications in education)
Value label
No
Yes

Training

n
2
10

Tests of between-subjects effects
Dependent variable: Q15 (male participants without qualifications in education)
Source
df
F
Sig
Corrected model

8

1.586

.384

Intercept

1

2.838

.191

Age

1

.438

.555

Training

1

.692

.466

Q14: purposes in developing

1

.776

.443

Q16: benefits expected

1

1.864

.266

Q17: useful factors in construction

1

.773

.444

Q18: factors for better portfolios

1

3.988

.140

Q19: perceptions of portfolio impacts

1

.000

.996

Error

3

Total

12

Corrected total

11

Estimated marginal means (Male participants without qualifications in education)
Dependent variable: portfolio expectations (Q15)
95% confidence interval
Training

Mean

Std. Error

Lower bound

Upper bound

No

2.604

.644

.555

4.654

Yes

3.229

.198

2.601

3.858
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Tests of between-subject effects
Dependent variable: benefits expected from portfolio projects (Q16)
Source
Corrected model

df

F

Sig

14

57.980

.000

Intercept

1

1.452

.229

Gender

1

.143

.705

Age

1

3.210

.074

Teaching experience

1

.733

.392

Qualification in education

1

1.265

.261

Portfolio training experience

1

.053

.818

Qualification*gender

1

.003

.956

Qualification* training

1

.137

.712

Gender* training

1

.034

.853

Qualification*gender*training

1

.078

.780

Q14: purposes in developing

1

64.763

.000

Q15: expectations of portfolio project

1

78.841

.000

Q17: useful factors in construction

1

3.076

.080

Q18: factors for better portfolios

1

2.945

.087

Q19: perceptions of portfolio impacts

1

77.142

.000

Error

399

Total

414

Corrected total

413

313
Tests of between-subject effects
Dependent variable: useful factors in construction process (Q17)
Source
Corrected model

df

F

Sig

14

35.053

.000

Intercept

1

6.174

.013

Gender

1

1.179

.278

Age

1

.969

.326

Teaching experience

1

3.007

.084

Qualification in education

1

.563

.454

Portfolio training experience

1

4.961

.026

Qualification*gender

1

.037

.847

Qualification* training

1

.221

.639

Gender* training

1

2.235

.136

Qualification*gender*training

1

.086

.770

Q14: purposes in developing

1

3.925

.048

Q15: expectations of portfolio project

1

15.162

.000

Q16: benefits expected

1

3.076

.080

Q18: factors for better portfolios

1

224.244

.000

Q19: perceptions of portfolio impacts

1

.013

.908

Error

399

Total

414

Corrected total

413

314
Tests of between-subject effects
Dependent variable: factors for better portfolios (Q18)
Source
Corrected model

df

F

Sig

14

24.609

.000

Intercept

1

20.644

.000

Gender

1

.272

.603

Age

1

.105

.747

Teaching experience

1

.292

.589

Qualification in education

1

1.179

.278

Portfolio training experience

1

2.166

.142

Qualification*gender

1

.256

.613

Qualification* training

1

1.771

.184

Gender* training

1

.116

.734

Qualification*gender*training

1

1.964

.162

Q14: purposes in developing

1

.043

.836

Q15: expectations of portfolio project

1

2.230

.136

Q16: benefits expected

1

2.945

.087

Q17: useful factors in construction

1

224.244

.000

Q19: perceptions of portfolio impacts

1

.083

.773

Error

399

Total

414

Corrected total

413

315
Tests of between-subject effects
Dependent variable: perceptions of portfolio impacts (Q19)
Source

df

F

Corrected model

Sig

14

25.148

.000

Intercept

1

1.364

.243

Gender

1

4.252

.040

Age

1

5.950

.015

Teaching experience

1

2.641

.105

Qualification in education

1

1.322

.251

Portfolio training experience

1

.000

.984

Qualification*gender

1

2.268

.133

Qualification* training

1

.516

.473

Gender* training

1

.334

.563

Qualification*gender*training

1

1.363

.244

Q14: purposes in developing

1

6.942

.009

Q15: expectations of portfolio project

1

2.387

.123

Q16: benefits expected

1

77.142

.000

Q17: useful factors in construction

1

.013

.908

Q18: factors for better portfolios

1

.083

.773

Error

399

Total

414

Corrected total

413

Estimated marginal means on gender
Dependent variable: perceptions of portfolio impacts (Q19)
95% confidence interval
Qualification in education

Mean

Std. Error

Lower bound

Upper bound

Female

3.232

.054

3.127

3.337

Male

3.555

.147

3.265

3.845

